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ABSTRACT

Motivation is considered an important factor in initiating and sustaining the second language (L2)
process. Since learning an L2 can be seen as a lengthy process, one that needs sustained motivation
over a long period of time, learners need to be able to successfully deal with their and others’ emotions
in order to generate and sustain their motivation for learning. The role of learners’ emotions and trait
emotional self-efficacy, or trait emotional intelligence (EI), in L2 motivation and language learning
has been a relatively unexplored area. To fill this gap, the current study posed three research questions
that addressed the relationship between L2 motivation and trait EI, which is based on the trait EI theory
(Petrides, 2001) and deals with emotion-related self-perceptions, such as emotion control, emotion
expression, empathy, and emotion perception (Petrides, 2001). As Dörnyei (2009) proposed the L2
Motivational Self System (L2MSS) in response to the need to further develop the socio-educational
model, the current study further tests the validation of a modified version of the L2MSS by
investigating intermediate and advanced international English language learners from diverse
backgrounds. Using a quantitative approach, this study examined (a) the relationship between the
possible selves (the ideal/ought-to/anti-ought-to) and trait emotional intelligence, including the four
broader factors: sociability, emotionality, well-being, self-control; and (b) to what extent can the four
factors predict the three different selves, and (c) the relationship between L2 learning experience,
possible selves, and trait EI. A total of 143 international ESL students enrolled in an English Language
Program in the United States participated in the study. A possible selves questionnaire, L2 learning
experience questionnaire, and trait emotional intelligence questionnaire (TEIQue SF) were
administered. The
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underlying factors from the exploratory factor analysis performed on the possible selves
questionnaire responses were ‘the ideal L2 self’, ‘the ought-to L2 self’, and ‘the anti-ought-to L2
self.’ The correlation analysis showed significant correlations between (a) trait EI and ideal/oughtto L2 self; (b) ideal L2 self and emotionality/sociability/well-being; (c) ought-to L2 self and
emotionality/sociability/well-being; (d) anti-ought-to L2 self and emotionality; (e) L2 learning
experience and trait EI; (f) the L2 learning experience and the ideal/anti-ought-to L2 self; (g) L2
learning experience and emotionality/sociability/well-being. A four predictor standard multiple
regression model revealed that the trait EI sociability factor was the only significant predictor of
the ideal L2 self. On the other hand, the trait EI emotionality factor was the only significant
predictor of both the ought-to and anti-ought-to L2 selves. This study illustrates that there are
important associations between L2 motivation and constructs of positive psychology, especially
emotional intelligence, and that positive psychology might stimulate future L2 motivation
research. Lastly, this study offers a number of implications for use of positive psychology in the
SLA classroom.
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CHAPTER I
INTRODUCTION

Background of the Study
Understanding a person’s motivation to learn a second or foreign language has been at
the center of research in the field of Second Language Acquisition (SLA), specifically the
research on individual differences (IDs). Individual differences (e.g., motivation, personality)
are said to be the most important predictors of second language (L2) learning success.
Motivation was defined by Dörnyei (2000) as “the dynamically changing cumulative arousal in
a person that initiates, directs, coordinates, amplifies, terminates and evaluates the cognitive and
the motor processes whereby initial wishes and desires are selected, prioritized, operationalized,
and (successfully or unsuccessfully) acted out” (p. 524). Although there is a plethora of research
on individual differences in SLA and particularly on L2 motivation, it has been said that “the
greatest omission of the classic individual differences paradigm is that it barely acknowledges
the central role of emotions in human thought and behavior” (Dörnyei & Ryan, 2015, p. 9).
Emotions are a vital component of affect, which is an acknowledged and integral
component of IDs in SLA (Ellis, 1994). Affect is an umbrella term that describes not only feeling
states, including emotions and moods, but it also covers other concepts such as attitudes and
personality traits. Because second and foreign language learning is an ‘emotionally loaded’
experience, emotions need to be taken into account in order to examine the unique needs of each
learner in the L2 learning process because “to some extent language learning itself is prone to
1

create intense emotion” (MacIntyre, 2002, p. 67). Foreign language learning is considered an
emotional experience for several reasons. Learning a second language is much different than
learning math, for example, because of the linguistic barriers students face. Students who are
immersed in a new culture and social environment might become frustrated by simple things,
such as ordering food at a restaurant. Students’ previous experiences as well as the social context
could impact the emotional experiences of learning a second language. More so, the new
learning environment could be very different than what learners might have experienced before.
Both of these factors could cause an emotional reaction. Therefore, emotions (e.g., happiness,
fear) need to be taken into consideration when investigating L2 motivation because they can be
powerful and pervasive and can be considered a fundamental motivator of behavior, and are
therefore a key part in the motivation system (MacIntyre, 2002). Emotional intelligence, or being
able to understand and recognize own and others’ emotions and to use this awareness to manage
behavior and relationships (Bradberry & Greaves, 2009) “in almost all its forms and guises, is
hypothesized to encompass some form of emotion-related individual differences” (Petrides,
Furnham, Mavroveli, 2007, p. 5). In that vein, emotional intelligence can have significant
importance in language learning and L2 motivation as it allows learners to better handle the
challenges of language learning in terms of the emotions and social interactions that take place.
By being aware of their level of emotional intelligence, learners can adjust behavior and use this
knowledge to have more meaningful relationships while learning the second language.
Furthermore, emotionally intelligent learners can also deal better with the stress of new
environment and might be more open to exploring new ways of learning (Dewaele, Petrides, &
Furnham, 2008).
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The lack of research on emotions in SLA is surprising, considering that emotions share a
close relationship with motivation, and can be seen as “fundamentally important motivators”
(MacIntyre, MacKinnon, & Clément, 2009, p. 47). Fortunately, the “affective turn” in SLA,
which is seen as a change in paradigm that increased attention to emotions and on gaining a
deeper understanding of emotions and cognition, has given rise to the study of emotions in SLA
(Pavlenko, 2013). Despite the existing, yet limited, research on emotions in SLA and the
abundance of research on L2 motivation, the relationship between emotions and motivation has
received little attention in the SLA literature. It is therefore worth investigating this relationship
as it is argued that both motivation and emotions are crucial in language learning success. Thus,
the point of inquiry of the present study is to explore the relationship between the two
constructs among adult English as a second language (ESL) learners.

L2 Motivation Models
There has been much controversy regarding the L2 motivation theories, and as a result
of the abundance of empirical work on L2 motivation, many second language learning
motivation theories have been developed, all emerging from three different periods of L2
motivation theory development: the social psychological period, the cognitive situated period,
and the process-oriented/socio-dynamic period (Dörnyei & Ryan, 2015). The theory that has
received most attention and has advanced other existing theories is the L2 Motivational Self
System (hereafter L2MSS), which is firmly rooted in the field of psychology (Dörnyei, 2005,
2009). In order to fully understand how and why the L2MSS was introduced, it is important to
provide a historical overview of the development of L2 motivation research, and to discuss the
theories which came before and led to the development of the L2MSS.

3

Prior to the introduction of the L2MSS, one of the most renowned theoretical
frameworks on motivation in the SLA field was the socio-educational model (SE) introduced by
Gardner (1985), which was the leading L2 motivation framework for decades. The model, which
belongs to the social psychological period of L2 motivation research, posits that learners’ L2
motivation is influenced by the sociocultural environment’s impact on attitudes toward the target
language community and culture, and that there are four elements that need to be present in order
for a person to be considered motivated: a goal, a desire to achieve the goal, positive attitude,
and effort. The two major components of the model are integrative and instrumental motivation.
Integrative motivation refers to a person’s identification with the target community, and
instrumental motivation includes pragmatic related motives, such as finding a job. However,
contrary to its popularity, researchers began to notice the limitations of the SE model, including
its predictive power with regard to achievement and its limitations with regard to measurement
(MacIntyre, 2002).
Following the research by Gardner on the SE model, the cognitive-situated period
emerged in the 1990s, which shifted away from social psychology and aligned more with the
field of educational psychology (Dörnyei & Ryan, 2015). This period of research was
characterized by a focus on non-L2 motivational concepts that were more cognitive in nature.
Research during this period mainly focused on the various concepts of ‘self’ such as selfdetermination theory, which emphasized the extrinsic and intrinsic motives, and attribution
theory, which states that learners’ impression of past failure and success ultimately impacts
future motivation. The concepts that were introduced during this period of research ultimately
informed L2 motivation research. As such, researchers started to examine motivation in
classroom learning situations, focusing on the instructed SLA context and contextual factors
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such as the needs of students and the classroom (Crookes & Schmidt, 1991; Dörnyei, 2000,
2002; Dörnyei & Kormos, 2000).
The period of L2 motivation research that followed the cognitive-situated period is the
process-oriented/socio-dynamic period, which focused on L2 motivation as a process, and currently
has a growing focus on notions of self and identity. The L2MSS was introduced during this period of
research as a way of expanding the previous theories, especially the SE model. The current literature
on motivation applies the L2MSS framework. According to Dörnyei and Ryan (2015) the L2MSS is
considered to be the “most influential self-specific motivation construct…that drew on a specific
aspect of self theory—possible selves” (p. 86). The L2MSS brought about a new wave of research
st

that began at the beginning of the 21 century and has mainly focused on motivation change and the
emergence of motivation between individuals and the context. The L2MSS is made up of three
dimensions: the ideal L2 self, the ought-to L2 self, and the L2 learning experience. The learning
experience is a part of the L2MSS; however, it does not focus on the aspects of self. Rather, it
examines the immediate learning experience and its effect on the possible selves (Dörnyei, 2009).
Out of the three dimensions, the ideal L2 self, whose central component is mental imagery and
personal vision, has been found to be the most significant predictor of learners’ motivation because it
involves having a self-image of an L2 user that one would like to become. It is considered to be
promotion-based and involves learners’ own desires to change from the current state of identity to
the future. The ideal L2 self has received the most attention in L2MSS research because of its
predictive power and significance in learners’ motivation. The L2MSS has been investigated in
various multilingual contexts, as well as with various participants from different language and
cultural backgrounds. Studies have been conducted in North America (Kim, 2009b; Thompson &
Vásquez, 2015), various countries
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in Asia including Iran (Papi, 2010) and Indonesia (Lamb, 2012), as well as various countries
in Europe, including United Kingdom (Busse, 2013), Sweden (Henry & Cliffordson, 2013)
and Hungary (Kormos & Csizér, 2014).
There are several significant concerns with regard to the empirical work carried out using
the L2MSS. One such concern lies in the research context and participants used in the studies.
Currently, the majority of the existing L2MSS research has been conducted in English as a
foreign language (EFL) settings, mainly Europe, where the English language is not perceived by
learners to be attached to a specific English-speaking country (Dörnyei, 2005; Dörnyei &
Ushioda, 2009). Because the majority of research has been carried out in EFL contexts, the
participants used in the studies are mainly EFL learners (Dörnyei & Ushioda, 2009). The
L2MSS research on ESL students is considered marginal when compared to the abundance of
work carried out with EFL participants. ESL learners need to further examined because these
students have different reasons for learning a language, and therefore might have different levels
of motivation and might be motivated by much different aspects than the EFL learners. As their
motivation is better understood, the instructors will be able to devise strategies to motivate
learners. More importantly, as recent research has found yet another emergent dimension of the
psychological self to be a significant motivator in language learning, it is suggested that there is
room to refine the L2MSS framework by providing a more holistic view of learners’ L2
motivational self system (Thompson & Vásquez 2015). Notably, the construct of psychological
reactance was proposed as an extension to the L2MSS (Thompson & Vásquez, 2015). Thompson
and Vásquez (2015) proposed the addition of the anti-ought-to L2 self, which is considered “a
reaction to societal pressures in the opposite manner,” and was found to be a significant
motivator for two of the three participants in their case study. The recent examination of the
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L2MSS from the above perspectives has already contributed to the existing L2MSS literature,
indicating that more research on L2 motivation and the possible selves has promising results and
can further explain how language learners are motivated and how that motivation can change.

Rationale for the Present Study
Although motivation is crucial in the success of learning a language, learners’ emotions
and emotional well-being may also be a reason why some students encounter difficulties during
the language learning process. This is because some emotions that are experienced could be
debilitating. Emotional well-being, defined as “a positive sense of wellbeing which enables an
individual to be able to function in society and meet the demands of everyday life” (Mental
Health Foundation, 2015), is quite important to all individuals, especially language learners as
these are the individuals who face many difficult challenges during their language learning
experience. However, L2 motivation research, especially L2MSS research, has failed to
investigate the relationship between emotions and motivation.
It is argued that emotion is multifaceted and dynamic, and is not only seen as an antecedent
or an outcome of motivated learning behavior, but a part of a continuous, dynamic interaction,
which along with motivation, drives language learning (Garret & Young, 2009 as cited in Dewaele,
2011). Motivated learning behavior was defined by Csizer and Kormos (2009) as “effort expanded
to achieve a goal, desire to learn, the language, and importance attached to the task of learning the
language” (as cited in Dörnyei, 2005, p. 100). Since second/FL learning can be seen as a lengthy
process, one that needs sustained motivation over a long period of time, learners need to be able to
successfully deal with their and others’ emotions in order to generate and sustain their motivation
for learning. As the current L2 motivation theory centers around the

7

notions of self and identity, with that respect, emotions play a crucial role in such context. Maehr
(2001) concurs by stating that “the focus on self and self-worth reinforces the need to rediscover
the role of the emotions in motivation” (p. 184).
L2 motivation researchers have recognized the need to include emotions in L2
motivation research, and specifically in the L2MSS framework (e.g., Dörnyei & Ushioda, 2009;
MacIntyre, Mackinnon, & Clément, 2009). However, L2MSS research has failed to consider and
embrace the role and relationship of emotions and emotional intelligence to the psychological
aspects of self. Some researchers attribute the motivational force of L2 selves to various types of
emotions, such as joy (Teimouri, 2016). MacIntyre and Gregersen (2012) have stated that in
order to fully understand the motivational drive of L2 possible selves, we must also considering
the emotional states that arise from different self-discrepancies or self-inconsistencies when it
comes to people’s own beliefs because discrepancies that arise can lead to emotional states and
vulnerabilities. Learners are more likely to experience dejection- related emotions, such as
dissatisfaction, if they experience such discrepancies to a greater extent (Higgins, 1987). In
second/foreign language learning, these self-discrepancies can be a source of different negative
emotional states (Papi, 2010). Furthermore, with regard to the possible selves, both the ideal and
ought selves prompt action and are thus said to be motivating by being used to evaluate oneself
or to arouse emotions in a person (Higgins, 1987). Several assumptions exist with regard to
emotions in language learning because the effects are likely to be bidirectional. While some
researchers argue that L2 learning affects emotions (e.g., Pavlenko, 2013), others argue that
emotions influence language learning and not vice versa (e.g., Swain, 2013).
The current study operationalizes emotions using the construct of emotional intelligence
(EI) that belongs to the individual differences domain of positive psychology, which is the
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scientific study “of the strength that enables individuals and communities to thrive” (University
of Pennsylvania, 2017). The EI framework encompasses all possible emotional skills and
feelings, and can determine one’s levels of motivation (Goleman, 1995, 2001). With regard to
SLA, EI “claims to predict how learners will react to the demands of various second language
learning and use contexts, which is crucial for their successful acquisition of the second
language” (Shao, Ji, & Yu, 2013, p. 918). Furthermore, a person can recognize and control
negative emotions and create different positive emotions that in turn can act as a catalyst for
thinking (Ciarrochi & Mayer, 2007; Mayer & Salovey, 1990). Goleman (2005) states that having
high levels of EI can decrease stress and anxiety, as well as reduce conflict. Not only that, but
higher EI levels can increase self-motivation, and individuals with higher levels of EI perceive
themselves as being able to regulate emotional reactions over a span of time, as well as being
more assertive and confident in their ability to effectively communicate in the L2 (Dewaele,
Petrides, & Furnham, 2008; Shao, Ji, & Yu, 2013). Furthermore, it has been found that L2
learners who have higher EI can better control impulse, uphold positive attitudes when faced
with challenges of learning a second language, and are said to be better at managing stress
(Pishaghadam, 2009).
As the construct of EI gains attention in research, many models of it have been
proposed. One such model that has gained much attention and has reconceptualized EI is the
Trait Emotional Intelligence model, which deals with “emotion-related self-perceptions, such as
emotion control, emotion expression, empathy, and adaptability” (Dewaele, Petrides, Furnham,
2008, p. 913). This construct places EI in the lower levels of personality hierarchy as trait EI
consists of more specific traits and is not considered to be a supertraits, or a higher order
personality dimension (Petrides, 2010); more information is provided in the literature review.
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The current study uses the trait EI framework as an operationalization of emotional intelligence
as it is the only existing model to consider the subjectivity of emotions. Trait EI consists of four
broader factors (sociability, emotionality, well-being, and self-control) and many facets.
Dewaele, Petrides, and Furnham (2008) also refer to trait EI as trait-emotional self-efficacy to
reflect the self-evaluative nature of the construct. A person’s global or overall trait EI is
considered the general functioning of how emotionally developed one is (Petrides, 2001). It has
been found that trait EI is implicated in numerous domains, one of which is academic
performance in a university setting (Sanchez-Ruiz, Mavroveli, & Poullis, 2013). Research
shows that trait EI can predict academic performance as it facilitates different emotion-related
capabilities that are essential to stress coping or various demands of higher education (SanchezRuiz, Mavroveli, & Poullis, 2013).
With regard to the educational domain, one important research question in the field of SLA
has focused on the role of emotions in language learning. Only several studies have addressed this
research question, and even fewer have investigated trait EI with second/foreign language learners
(e.g., Abdolrezapour & Tavakoli, 2012; Dewaele, 2010; Ozanska-Ponikwia, 2012; Pavlenko, 2005;
Shao, Ji, & Yu, 2013). Since trait EI is operationalized as part of one’s personality and entails
emotion related dispositions and self-perceptions, it is relevant to the language learning process as
individuals who possess high levels of trait EI are apt to better handle the language learning
environment and its challenges. Additionally, emotionally intelligent learners might also be more
confident in their ability to use the L2 (Dewaele, Petrides,

& Furnham, 2008). The focus of the majority of research on emotions in SLA has been on
expression and experience of emotions (e.g., Dewaele 2010; Pavlenko, 2006). Very little has been
done on the role of EI and trait EI in SLA as researchers are still trying to understand the
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role of emotions in language learning. Although research on emotions in SLA has slowly gained
some momentum, further investigations need to be carried out in order to understand how and in
what way emotions and emotional intelligence connect to L2 motivation and the impact one has
on the other.
Only two studies, to the researcher’s knowledge, have addressed emotions and L2
motivation (Mendez-Lopez & Aguilar, 2012), and only one of them investigates emotions and
L2 possible selves (Teimouri, 2016). There are no existing studies in the SLA literature that
investigate the relationship between trait emotional intelligence and the possible selves, as far as
the researcher is aware. Because trait EI deals with self-perception, in that vein, L2 motivation
and particularly a learner’s sense of self as a language learner might be influenced in several
ways. Mainly, if learners perceive themselves as having strong emotion-related abilities in
terms of understanding own and others’ emotions and effectively dealing with own and others’
emotions, they might have a stronger sense of self because their perceptions are strong and
positive in terms of their ability. Therefore, this strong perception and awareness of
understanding oneself as well as others might increase motivation during the language learning
process as these learners are immersed in different and unfamiliar environments where social
interaction is quite important.
Given the importance of emotions, emotional well-being, and emotional intelligence in
learning a second language and due to a lack of research in the SLA field on this topic, this
construct needs to be further investigated. Presently, the current SLA research is limited in its
investigation of learners’ emotions, and most of the existing literature focuses of negative
emotions. While this is important, research should also aim to investigate positive emotions as
such research could aid us in better understanding how such emotions influence the language
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learners and the learning process. One way to begin the greater focus on positive emotions is to
investigate learners’ emotional intelligence. Therefore, the literature on L2 motivation could
stand to be expanded as future studies shed more light on the relationship between it and the
construct of emotions.
In the above sections, matters related to language learning motivation and the different
L2 motivation models were discussed in brief. Additionally, issues related to language learners’
emotions and the lack of this component of IDs research in SLA were also noted. Lastly, the
above sections have highlighted the associations between L2 motivation and emotions, and how
and why both are needed for successful language learning. Therefore, the researcher proposes
that a further scientific investigation is needed in order to better understand the relationship
between the two constructs.

Purpose of the Study
Utilizing a quantitative method of analysis, the overall purpose of this study is to explore
the relationship between L2 motivation and trait emotional intelligence. In that vein, the goal of
the study is twofold. First, a focus is placed on the relationship between the possible selves and
trait EI. While the possible selves are quite important in examining future language learning
motivation, in order to get a more holistic picture of learners’ L2 motivational self system, the
current study will also address learners’ L2 learning experience. Therefore, the second goal of
the study is to investigate the learners’ L2 learning experience and trait EI. Accordingly, the
study has two goals with regard to the L2 learning experience, which is concerned with the
situated motives related to the immediate learning environment and experience. The first is to
explore the relationship and interaction between the L2 learning experience and the possible
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selves, and the second is to see how the L2 learning experience and global trait EI interact. As
discussed earlier, trait EI is comprised of many factors and facets. While the researcher is
interested in the global trait EI and different dimensions of the modified L2MSS model utilized
in the present study, which includes the three selves and the L2 learning experience, there is
merit in investigating the predictive power of the four factors that make up the global trait EI.
The specific research questions that guide the present study are addressed below.

Research Questions
Accordingly, the following research questions are investigated in order to determine the
relationship between trait EI and L2 motivation:
RQ1: To what extent is there a relationship between trait emotional intelligence and the
possible selves?
a. To what extent is there a relationship between global trait EI and the ideal/oughtto/anti-ought-to L2 self?
b. To what extent is there a relationship between four factors of trait EI (emotionality,
sociability, well-being, self-control) and the ideal/ought-to/anti-ought-to L2 self?

RQ2: To what extent can four factors of trait EI (emotionality, sociability, well-being, and selfcontrol) predict the three selves?
a. the ideal L2 self?
b. the ought-to L2 self?
c. the anti-ought-to L2 self?
RQ3: To what extent is there a relationship between the L2 learning experience, the
possible selves, and trait emotional intelligence?
The Significance of the Study
The present study fills a significant gap in the SLA and Applied Linguistics literature by
integrating the most studied individual difference, L2 motivation, and a newly introduced
construct in positive psychology, trait emotional intelligence. This study is of significance since,
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to the researcher’s knowledge, no previous study has specifically explored the relationship
between these two psychological concepts using the L2MSS framework. As such, the study can
shed light on how different factors of trait EI might affect learners’ possible selves and therefore
influence their L2 motivation. Above all, the study will add to existing, but limited, literature and
empirical research on the L2 learning experience and both the anti-ought-to L2 self and trait EI.
In that vein, examining learners’ emotional intelligence will bring new light as to the connection
between emotion-related self-perceptions and the L2 learning experience. Although there has
been an increase in research studies that examine how emotional intelligence affects different
variables in SLA, no studies have utilized Trait Emotional Intelligence Questionnaire (TEIQue)
to investigate emotional intelligence and its effect on L2 motivation, and specifically L2 possible
selves. Finally, the findings of this study will inform both researchers and practitioners in the
SLA field of how positive psychology fits into and connects with the SLA and Applied
Linguistics field, and what possible pedagogical benefits exist by integrating the construct of trait
EI into the ESL curriculum.

Definition of Terms
Motivation - “Motivation refers to the choices people make as to what experiences or goals they
will approach or avoid, and the degree of effort they will exert in that respect” (Keller, 1983, p.
389).
Motivated learning behavior – “effort expanded to achieve a goal, desire to learn, the language,
and importance attached to the task of learning the language” (Csizer & Kormos, 2009, p.100)

Affective factors- “those that deal with the emotional reactions and motivations of the
learner” (Scovel, 1978, p. 131).
Individual Differences- “attributes that mark a person as a distinct and unique human
being” (Dörnyei, 2009, p. 231).
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Trait EI-Trait emotional intelligence, or trait emotional self-efficacy, deals with “emotionrelated self-perceptions, such as emotion control, emotion expression, empathy, and
adaptability” (Dewaele, Petrides, Furnham, 2008, p. 913).
TEIQue SF-Trait Emotional Intelligence Questionnaire Short Form (Petrides & Furnham, 2006).
The L2MSS- L2 Motivational Self System (Dörnyei, 2005): A theory of L2 learning motivation.
Possible selves- a person’s ideas of what they might become, would like to become, and are
afraid of becoming (Markus & Nurius, 1986).
L2 – Second/additional languages. In this study, the L2 is English.
ESL students- English as a second language; non-native English speakers in an English-speaking
country where English is the primary language of communication
EFL students- English as a foreign language; non-native English speakers studying English in a
foreign country where English is not the primary language of communication
Self guides-representations of the self, or desired self states that have motivational implications
(Higgins, 1987)
Self-discrepancy theory - aims “to predict which types of incompatible beliefs will induce
which kinds of negative emotions” (Higgins, 1987, p. 320)
Chapter Summary
This chapter discussed the importance of further investigating L2 motivation in the field
of SLA. The construct of L2 motivation has been greatly advanced in the last few decades, and
as one of the most frequently investigated individual differences in foreign/second language
learning, both L2 motivation and the theories behind the various motivational frameworks have
been greatly developed (Dörnyei, 2009). In addition to L2 motivation, the current study also
aims to investigate learners’ emotional intelligence using the trait EI framework. The role of
emotions and emotional intelligence in second/foreign language learning is important and should
be given more attention by SLA researchers. Therefore, further efforts need to be made in order
to better understand this construct. Additionally, and most importantly, as both L2 motivation
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and emotions are crucial to the learning process, and as researchers have argued that there is
a relationship between the two, emphasis should be placed on investigating this intricate
relationship.
In the following chapter, the theoretical framework and a review of literature for the
present study will be provided. Additionally, an overview of the L2MSS framework will be
provided, along with a synthesis of empirical work carried out using the L2MMS framework
in various contexts. Lastly, emotion research in second and foreign language learning will be
addressed along with a connection between emotions and personality, leading to the relevant
empirical work on trait EI in the field of SLA.
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CHAPTER II
THEORETICAL FRAMEWORK AND REVIEW OF LITERATURE

This chapter will first discuss the theoretical framework that the present study applies,
which is twofold. First, the L2 Motivational Self System (Dörnyei, 2005, 2009), and trait
emotional intelligence theory (Petrides & Furnham, 2008) will be defined. Following that, the
current literature in the SLA field in the abovementioned constructs will be synthesized,
leading to the research gaps that motivate the current study.

Theoretical Framework
Language learning motivation was reconceptualized by Dörnyei (2005) with the
introduction of the L2 Motivational Self System (L2MSS), which consists of the ideal L2 self,
the ought-to self L2 self, and the L2 learning experience. The L2MSS is based on selfdiscrepancy theory, which aims “to predict which types of incompatible beliefs will induce
which kinds of negative emotions” (Higgins, 1987, p. 320), and possible selves theory, originally
introduced by Markus and Nurius (1986), which states that “possible selves are the futureoriented aspects of self-concept, the positive and negative selves that one expects to become or
hopes to avoid becoming” (Oyserman & James, 2009, p. 373). The current study attempts to use
the L2MSS framework and adds another dimension of motivation to the framework, the antiought-to L2 self (Thompson & Vásquez, 2015).
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The anti-ought-to L2 self is based on the construct of psychological reactance, and
consists of motives such as challenges involved in learning a language, or pushing back against
any pressure learners are faced with when learning English. According to Brehm (1966)
psychological reactance, on which the anti-ought-to L2 self is based, has to do with motivational
factors that emerge when someone’s freedom is threatened. In order to prevent the loss or regain
the loss of freedom, a person may take part in range of behaviors. This reaction response has
been broken down into two types: behavioral and verbal (Dowd, Milne, & Wise, 1991 as cited in
Middleton, Buboltz, & Sopon, 2015). The former refers to actual behavior a person may engage
in, while the later refers to only verbal attempts to regain control and freedom. Reactance
response is influenced by a number of variables including a desire to achieve (Buboltz, Johnson,
& Woller, 2003) and situational factors (El-Alayli & Messe, 2004). Although previous research
has conceptualized it as a situation-specific construct, more recent research conceptualizes it as
an individual difference, meaning that it is a characteristic of a person’s personality (Buboltz et
al., 2003). With regard to expressing reactance, there are several ways to do so, and it has been
cited that “in addition to directly engaging in the prohibited behavior, reactance can be
expressed by observing others engaging in the behavior, by engaging in the related behavior, or
by engaging in the aggression against the prohibitor (Buboltz et al., 2003 p. 311 as cited in
Dowd, 1999). Therefore, the first part of the theoretical framework for the current study uses the
modified L2MSS, which consists of the ideal/ought-to/anti-ought-to L2 self and the L2 learning
experience.
In addition to using the L2MSS, the present study also uses the construct of trait
emotional intelligence (trait EI), which is a reconceptualization of emotional intelligence, and
deals with “emotion-related self-perceptions, such as emotion control, emotion expression,
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empathy, and adaptability” (Dewaele, Petrides, Furnham, 2008, p. 913). Trait EI theory can be
defined as people’s self-perceptions of their emotional abilities. Although there are numerous
measurements of trait EI, the Trait Emotional Intelligence Questionnaire (TEIQue) is the most
valid scientifically when compared to other measurements, and it is also the most widely used
measurement of trait EI as it is designed as a gateway to trait EI theory (Petrides, 2001).
TEIQue is available in 25 different languages, and it comes in several forms: full form, short
form, adolescent form, and child form. This measurement of trait EI is not language-specific.
The global (overall) trait EI score consists of 15 specific facets, and measures the general
emotional functioning of how emotionally developed one is (Petrides, 2001). These include
adaptability, assertiveness, emotion perception, emotion expression, emotion management,
emotion regulation, impulsiveness, relationships, self-esteem, self-motivation, social awareness,
stress management, trait empathy, trait happiness, and trait optimism (see Appendix A). The
TEIQue measures four factors of broader relevance in trait EI, including emotionality,
sociability, well-being, and self-control (Petrides & Furnham, 2001). Out of the 15 facets, 13
make up the four broader factors. Self-motivation and adaptability facets do not belong to a
factor; however, they do contribute to the overall, or global, trait emotional intelligence score.
Figure 1 shows the distribution of the facets and factors in the TEIQue. The descriptions of facet
are not considered cognitive abilities, rather they are self-perceived behavioral dispositions.
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Emotion
expression
Trait empathy
Emotion
perception
Relationships

Emotion
management
Assertiveness
Social
awareness

Self-esteem
Trait optimism
Trait happiness
Low
impulsiveness
Emotion
regulation
Stress
management

EMOTIONALITY
How well one can express their feelings accurately and unambiguously. People
who score high on this facet are considered fluent in communicating emotions to
others.
How well one can understand other people’s desires and needs, and are able to take
viewpoints of those they are communicating with.
How well one can understand their own feelings and can pay attention to various
emotional signals while communicating with others. Therefore, this facets deals
with emotion perception in one self and others
How fulfilling personal relationships are, which can in turn affect emotional wellbeing. People who score high on this facet are said to know how to listen and be
responsive to those close to them
SOCIABILITY
Deals with the perceived ability to manage other people’s emotions; people
who score high can influence other people’s feelings
Deals with how self-assured and forthright one is
How well one is socially sensitive and what kind of social skills they possess
WELL-BEING
How one evaluates oneself; thus those who score high have a positive view of
themselves
Deals with how well one perceives the general psychological state, and is futureoriented. People who score high are seen as looking on the bright side
How one feels about themselves in the present with regard to their emotional state
SELF-CONTROL
Measure unhealthy impulsivity; people who score low give in to their urges and
desire immediate gratification
Measure short/medium/long-term control of one’s feelings
How well one can handle pressure calmly and effectively

INDPENDENT FACETS
Adaptability
How flexible people are in their approach to life
Self-motivation How driven and determined are people by a need to produce high quality work
© K.V. Petrides 1998 - London Psychometric Laboratory. All rights reserved. Used with
permission.

Figure 1. Factors and facets of the TEIQue
Figure created from information from (Petrides, 2001; Petrides & Furnham, 2001)
Prior to providing a deeper overview of the L2MSS, the four broader factors of trait EI
are discussed. As mentioned previously, the four broader factors are: sociability, emotionality,
well-being, and self-control. According to Petrides and Furnham (2001) sociability deals with
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how well one can socialize, manage interpersonal emotions, and form relationships. This factor,
in addition to focusing on whether one has strong social skills, also addresses how well one
exercises control and exerts influence over others and their feelings. Thus, the primary focus of
this factor is on social influence and relationships. Having strong social skills indicates that an
individual is socially stable and has better personal interactions and relationships than someone
who lacks those skills. The notion of power and influence over others is exemplified in the
TEIQue. For example, under the sociability factor, the following items are depicted: “I don’t
seem to have any power at all over other people’s feelings” and “I’m usually able to influence
the way other people feel.” Although the term ‘sociability’ might evoke ideas about similar
concepts, primarily extroversion, it is important to distinguish the two as separate concepts.
While the two concepts are similar in terms of their focus on social skills, extraversion does not
include the aspects of power and influence as does the trait EI sociability factor. The second
factor, emotionality, also places focus on relationships; however, the focus is shifted to close
relationships. In addition, this factor deals with how well one can perceive and express
emotions, and use those skills to build and sustain relationships with people who are close.
Another central component of emotionality is empathy. The emotionality factor is explored in
the TEIQue by the following sample items: “I often pause and think about my feelings” and “I
find it difficult to bond well even with those close to me.” The items that examine this factor
focus on aspects of emotions more so than the items examining the other three factors. Finally,
one’s overall well-being, including the level of happiness and fulfillment, is described by the
well-being factor, and one’s ability to regulate external stress and pressure, as well as the ability
to control urges, is described by the self-control factor.
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The purpose of the following sections is to present the major tenets and areas of
research with regard to the L2MSS framework. In addition, the major construct within
emotional intelligence, trait EI, will be presented along with the relevant literature and interplay
between trait EI and second/foreign language learning.

Overview of the L2 Motivational Self System
Motivation is essential in initiating language learning and plays an imperative role in
sustaining the process of language learning. As mentioned in the introductory chapter, there have
been different waves of research on L2 motivation and the development of L2 motivation theory
(Dörnyei & Ryan, 2015). The first wave of research is known as the social psychological period,
lasting from 1959 to 1990, and began with the introduction of the Socio-educational (SE) model of
language acquisition. Gardner (1985) stated that foreign language learning is impacted by various
social psychological factors, such as language attitudes and cultural stereotypes. The main view of
this approach, as demonstrated by the SE model, is that “students’ attitudes toward the specific
language group are bound to influence how successful they will be in incorporating aspects of that
language” (Gardner, 1985, p. 6). The second wave of research is known as the cognitive-situated
period, lasting throughout the 1990s, and it was characterized by aligning the L2 motivation research
with that of mainstream psychology, which was driven by cognitive theories, such as the theories of
self in academic motivation that originated in non-L2 specific research. Lastly, the third wave of
st

research is known as the process-oriented period, which started at the beginning of the 21 century.
Currently, the research on L2 motivation is situated in this period, which encompasses the L2MSS,
and is characterized by “an interest in motivational
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change, especially concerned with how motivation emerges from interaction between individuals
and contexts” (Dörnyei & Ryan, 2015, p. 74.).
Dörnyei’s L2 Motivational Self System falls under the third wave of motivation research.
The L2MSS was proposed to conceptualize L2 motivation as dynamic, rather than static, and its
conceptualization is based on previous L2 motivation research as well as research from the field
of social psychology (e.g., Higgins, 1997; Markus & Nurius, 1986; Ushioda, 2011). This
framework consists of three dimensions: the ideal L2 self, the ought-to L2 self, and the L2
learning experience. The table below provides an overview of the L2MSS.

The L2MSS and its Dimensions
Table 1. Dimensions of the L2MSS (see Dörnyei, 2009)
Dimension

Description

Ideal L2 self

The ideal L2 self entails the image of a person the learner would like to
become in the L2. Motives related to the ideal L2 self are strong and
internal. This dimension is very much similar to the traditional
intrinsic/integrative motives.

Ought-to L2 self

This is an image of a person a learner believes s/he ought to become in
order to meet societal expectations and avoid negative consequences. This
dimension is similar to the extrinsic/integrative motives.

L2 Learning
experience

This dimension encompasses situated motives related to the immediate
learning environment and experience. It addresses the impact of past and
current language learning experiences, and can include motives such as
instructors, peers, and curriculum.

The ideal L2 self is the strongest motivator for language learning (Dörnyei & Ryan,
2015). It essentially represents the following: “if the person we would like to become speaks an
L2, the ‘ideal L2 self’ is a powerful motivator to learn the L2 because of the desire to reduce the
discrepancy between our actual and ideal selves” (Dörnyei & Ushioda, 2009, p. 29). This self
guide includes representations and attributes, such as personal aspirations, hopes, and wishes,
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one would like to possess (Dörnyei & Ushioda, 2009). Whereas the ideal L2 self involves
having a self-image of an L2 user that one would like to become, the ought-to L2 self involves a
self-image one believes one ought to have in order to meet some sort of expectations and reduce
the negative outcomes. Thus, this self guide involves attributes such as sense of duty, obligation,
and responsibility. Therefore, the ideal L2 self is promotion-based and the ought-to L2 self is
prevention-based. This means that since the ideal L2 self includes one’s hopes and wishes, or
someone we would like to become, the learner is motivated to act in order to reach that desired
state and reduce the discrepancy between the actual and the ideal self; thus this internalized
desire would promote us to reach the ideal self, or the ideal outcome. On the contrary, the oughtto L2 self includes our expectations and forces us to act in order to avoid negative outcomes, and
therefore the action is initiated to prevent this outcome.
On the contrary to the ideal L2 self, the ought-to L2 self has not received much attention
because the research results show that it is not a significant predictor of motivated learning
behavior (Kormos & Csizér, 2008). Researchers suggest that the reason the ought-to L2 self is
not a good predictor of motivated learning behavior is because it is not internalized enough by
learners in order to employ its motivational influence (Csizér & Kormos, 2009; Csizér & Lukács
2010; Kim, 2009a). Other researchers in their empirical work have found that the ought-to L2
self can be a strong motivator; however, the influence on language learning success is not as
strong as the ideal L2 self (Lamb, 2007, 2012; Thompson & Erdil-Moody, 2015). As can been
seen, the results on the ought-to L2 self are quite contradictory, and while some researchers have
found the ought-to self to be important, others have concluded otherwise. Thus, these
contradicting results may have caused some to pay more attention to the ideal L2 self, rather than
the ought-to L2 self (Ryan, 2009).
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Lastly, the third dimension, the L2 learning experience, focuses on the immediate
learning environment. That is, how teachers as part of the structured environment or peer
groups in the naturalistic environment, impact language learning motivation. In addition to
interacting with people in different types of environments, this dimension of the framework also
includes interaction with objects and artifacts, as well as past learning experiences.
There are several conditions, as outlined by Dörnyei (2009) that are necessary in order
for motivation to spark, as viewed from the L2MSS perspective. These conditions include:
having a clear, elaborate, vivid, and plausible future self-image, which is distinct from the
current self and in harmony with the social environment (Dörnyei & Ryan, 2015). Additionally,
one must believe that the possible self is not easily within reach and that effort must be exerted in
order to realize this future image. More so, the future self-image needs to be activated in the
current self-concept, and supplemented with procedural strategies to achieve the future states.
Lastly, this future self-image should be counterbalanced by countering the feared possible self.
Possible Selves Theory and Self-discrepancy Theory
The ideal and ought-to L2 selves constructs of the L2MSS are derived from the field of
social psychology and particularly the research in personality where the notion of “self” is
multifaceted and has been the most frequently discussed topic (MacIntyre, Mackinnon &
Clement, 2009). The notion of ‘self’ in motivation research started gaining attention during the
cognitive-situated period, which occurred in the 1990s (Pajares, 2001). The origin of this dates
back to possible selves theory that was originally introduced by Markus and Nurius (1986) in the
field of psychology, which is the science of human behavior that deals with different mental
states and processes. According to Dörnyei and Ryan (2015) the idea of self has been at the
center of research on motivation in second language acquisition (hereafter SLA), which in turn
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“created an interface between personality and motivational psychology” (p. 86). SLA is a field
whose research focuses on knowledge and use of languages learned after the first by children and
adults (Spada & Lightbown, 2002). Accordingly, possible selves originated from the dimensions
of personality, which examined the “‘doing’ sides of personality” (Cantor, 1990, p.735). The
following definition of possible selves was provided by Oyserman and James (2009):

Possible selves are the future-oriented aspects of self-concept, the positive and negative
selves that one expects to become or hopes to avoid becoming. They are the desired and
feared images of the self already in a future state—the “clever” self who passed the algebra
test, the “unhealthy” self who failed to lose weight or quit smoking, and the “off-track” self
who became pregnant. Individuals possess multiple positive and negative possible selves.
(p. 373)
Since the concept of possible selves encompasses potential that has yet to be realized, as well as
hopes and wishes, the combination of possible selves and imagined self-identities play a role in
“future self-guides” (Dörnyei, 2009, p. 11). It is for this reason that the “future self-guides” are
seen as dynamic and future-oriented, and have the potential to explain how one moves from the
present to a future state. Therefore, these representations of one’s future self can be a powerful
motivator, and according to Dörnyei and Ryan (2015) the more vivid the self-image is, the
stronger and more effective motivation will become.
One particular theory, rooted in social psychology, explains how possible selves regulate
motivation. The theory in question is Higgin’s (1987) self-discrepancy theory. The theory posits
that when it comes to people’s beliefs, self-inconsistencies can lead to emotional problems, and
as a result, many can experience issues such as feeling discouraged or dissatisfied (Higgins,
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1987). Thus, self-discrepancy theory aims “to predict which types of incompatible beliefs will
induce which kinds of negative emotions” (p. 320). With this respect, emotions are also
important in the study of learner selves because conflicts and discrepancies that arise within the
concept of self can lead to emotional states and emotional vulnerabilities, which in turn can
influence language learning. Higgins (1987) states that different emotions can be ‘dejectionrelated’ or the absence of positive outcomes, and ‘agitation-related’ or presence of negative
outcomes (p. 319). These two categories of emotions are said to be the two basic negative
psychological situations. Higgins argues that different self-discrepancies are associated with
certain kinds of negative psychological situation that might be experienced. The former
category encompasses emotions such as discouragement, pity, sadness, feeling gloomy and
miserable, while the later consists of guilt, anxiety, worry, and fear (p. 319). Figure 2 shows the
different emotions associated with different self-guides.

Dejection
(absence of positive
emotion)

Agitation
(presence of negative
emotion)

Actual/own vs. ideal
own

disapointment
dissatisfaction

actual/own vs. ideal
other

shame
embarassment

Actual/own vs. ought
own

fear

actual/own vs. ought
other

guilt
worthlesness

Figure 2. Self-guides and their associated emotions
Figure created from information from (Higgins, 1987)
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According to self-discrepancy theory, there are three main domains of the self: the ideal
self, the actual self, and the ought self, and motivation as seen from this perspective includes
someone’s desire to reduce discrepancy between the actual and the ideal/ought self. The actual
self focuses on attributes that are actually possessed, the ideal self encompasses attributes that
would like to be possessed, and the ought self focuses on the attributes one should possess.
While the ideal self includes hope and wishes, the ought self includes obligation and
responsibility.
In addition to the three domains of the self rooted in self-discrepancy theory, there is
another dimension for each of the three abovementioned domains: the “own” versus the
“other.” This pertains to the point of view from which the self is seen. It can be seen from one’s
‘own’ point of view, or the self can be seen from another’s point of view, which is the “other.”
From the three domains and the different dimensions, six different types of self-state
representations are formed: actual/own, actual/other, ideal/own, ideal/other, ought/own and
ought/other. The actual/own and actual/other make up a person’s self-concept, while the
remaining four make up the self-guides (see Figure 3), and ultimately, people are motivated to
reach a balance between the two, where the self-concept matches the self-guides. Higgins
(1987) argues that this distinction in classifying self-state representations can relate the different
emotional and motivational conditions to the different self-state representations, and that “each
type of discrepancy reflects a particular type of negative psychological situation that is
associated with specific emotional/motivational problems” (Higgins, 1987, p. 322).
Additionally, a person may have all of the self-discrepancies, a combination of some of them,
or none of them at all (Higgins, 1987).

28

ideal/own

ideal/other

Future self-guides

ought/own ought/other
Figure 3. Future Self-guides
Figure created from information from (Higgins, 1987)
Therefore, self-discrepancy theory posits that actual, ideal, and ought domains of the
self can affect people’s motivation, especially the ideal and ought self, which are often referred
to as future self-guides due to their ability to regulate behavior (Magid & Chan, 2012).
However, several discrepancies may arise between the domains (see Figure 4). These include
actual/own versus ideal/own, actual/own versus ideal/other, actual/own versus ought/own, and
actual/own versus ought/other (Higgins, 1987).

Ideal/Other

Ought/Own

Actual/
Own

Ideal/Own

Ought/Other

Figure 4. Possible discrepancies
Figure created from information from (Higgins, 1987)

29

If one faces the actual/own versus ideal/own discrepancy, then there is a mismatch from one’s
own standpoint, between the actual attributes possessed and those that one hopes to achieve. If
one faces the actual/own versus ideal/other discrepancy, then the present attributes from one’s
own standpoint are what someone else has wished or hoped for that person to have. If one
faces the actual/own versus ought/own, then the own attributes currently attained are not what
one believes they are obligated to have. Lastly, if one faces the actual/own versus ought/other
discrepancy, then there is a mismatch between the own actual attributes one has and what
another person believes one is obligated to have (Dörnyei, 2005).
To summarize, the possible selves theory is formed from a variety of psychological theories,
including self-discrepancy theory, which includes the ideal self and the ought self. Imagination has
an important role to play in the possible selves psychology due to the role of senses and images in
the experiences. The possible selves entail senses and images. Self-discrepancy suggests that when
people are motivated, they initiate self-regulatory strategies in order to reduce discrepancy between
current and ideal self. Dörnyei’s (2005) L2 Motivational Self System (L2MSS) is based on the above
two mentioned theories, self-discrepancy and the possible selves theory. As mentioned previously,
the possible selves, ideal and ought, are often referred to as future self-guides because of their
capacity to regulate behavior, and Dörnyei (2005) adopts the name ‘guides’ in the L2MSS model to
exemplify the ability of the dimensions of the model to regulate future behavior. According to
Dörnyei (2009) these future self-guides are not simply a list of achievable goals. Rather, he
differentiates between future self-guides and goals stating that goals are purely cognitive in nature,
whereas future self guides are also cognitive, but also contain an emotional, visual, and sensory
aspect. Additionally, what functions
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as the driving force for motivation is the power of imagined reality captured within the
future self-guides (Dörnyei, 2009).
Explanatory Power of the L2MSS
The majority of research that has investigated language learning motivation using the
L2MSS framework has confirmed its explanatory power (Csizér & Lukács, 2010; Dörnyei &
Ushioda, 2009; Henry 2009, 2010, 2011). The L2MSS has been widely tested and validated in
many different countries such as Hungary (Csizér & Kormos 2009), Saudi Arabia (Al-Shehri
2009), China and Iran (Taguchi, Magid, & Papi 2009), and Japan (Ryan, 2009; Taguchi, Magid,
& Papi 2009). The majority of current research focuses on the ideal L2 self, as this dimension of
the framework was found to be a strong predictor of learner’s motivated learning behavior, and it
is essential for successful language learning (Magid & Chan, 2012; Ryan, 2009). The ideal L2
self is considered to be the best predictor in the threefold model because learner’s motivation
originates internally, unlike the other two dimensions of the model, and emphasizes learners’
own desires to change from the current state of identity to the future (Dörnyei, 2009). Numerous
empirical studies have been carried out that tested the central component of the L2MSS, the
ideal L2 self, in its role of learners’ motivated learning behavior. The results of the numerous
studies confirm that the ideal L2 self has a strong direct relationship with motivated learning
behavior (Csizér & Kormos, 2009; Kim, 2009; Kormos & Csizér, 2008; Ryan, 2009)
In contrast, the ought-to L2 self, which is the less internalized aspect of the L2 self, has not
received as much attention in the literature since it was shown to not be a significant predictor of
future motivated learning behavior (Papi, 2010; Taguchi et al., 2009). Although it has been shown
by Taguchi et al. (2009) that the ought-to L2 self among participants in China, Iran, and Japan,
was impacted by family influence and the prevention of failing an exam,
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ultimately, the overall effect of the ought-to L2 self on motivation was found to be less than the
ideal L2 self. The results are similar in Papi’s (2010) study, which aimed at testing the L2MSS
model of motivation with anxiety and intended effort with Iranian high school students. Papi’s
study showed that all three dimensions of the L2MSS (ideal/ought-to/learning experience)
motivated learners to learn English; however, that influence varied to different degrees. The
learning experience in Papi’s study was operationalized as attitudes to learning a second
language that can be impacted by motives that are situation-specific and associated with
immediate learning environment. The results showed that the ought-to L2 self’s influence was
not as strong as the ideal L2 self in motivating learners to put more effort toward learning
English. With regard to anxiety, Papi’s study showed that while the ideal L2 self had significant
negative causal relationships with English anxiety, the students who were motivated by the
ought-to L2 self were significantly more anxious.

The L2MSS vs. Socio-Educational Model
There have been many proposed models of L2 motivation (Clément & Gardner, 2001;
Dörnyei & Ushioda, 2011; Ushioda & Dörnyei, 2009). As mentioned previously, one of the most
influential and popular models of motivation is the socio-educational (SE) model, introduced by
Robert Gardner (1985, 2001). This model provides a connection between motivation and
language achievement and other learner characteristics, such as intelligence, language aptitude,
language learning strategies, and language attitudes. The model consists of four aspects:
biological or experiential factors, individual differences, language acquisition contexts, and
learning outcomes. The major reason behind introducing this model is that second language
learning was not see as a socioculturally neutral process; rather, it is influenced by various
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psychological factors (Gardner & Lambert, 1972). The SE model was established in Canadian
bilingual context of Allophones and Francophones, and this context is the key tenet of the SE
model because the L2 learners have direct contact with the native speakers. The inconsistencies
in research findings arose when the SE model was applied in different sociocultural contexts
where the target language is not learned as the second language. The results of much of the
research did not explain Gardner’ notion of L2 motivation (e.g., Lamb, 2004; Ushioda, 2006).
Additionally, as there are numerous variables comprising the model, researchers were faced with
the difficulty of conceptualizing L2 motivation. Figure 5 provides an illustration of Gardner’s SE
model.

Figure 5. Gardner’s Socio-educational Model of SLA (Gardner & MacIntyre, 1993, p. 8)
© Cambridge University Press 1993. Used with permission.

Although the SE model gained quick popularity at the time of its introduction, many have
criticized it. It is important to provide the model’s limitations, and explain how the L2MSS
emerged as a result of the SE model and its limitations. Additionally, comparing the two models
will shed light as to why the L2MSS continues to gain popularity among the researchers in the
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SLA field. There have been many discussions on the conceptual differences between the two
models of L2 motivation (e.g., McEown, Noels, & Chaffee, 2014), and among the many
different distinctions, the basic one is the period in which they gained popularity. While the SE
model falls under the social psychology period of research on motivation, which was
dominated by Gardner and associates from 1959-1990, the L2MSS falls under the processoriented period (Dörnyei & Ryan, 2015). Moreover, it is important to mention that with regard
to the foci of motivation, the SE model places focus on others, or the community, while the
focus of motivation in the L2MSS is rooted in the future versions of self (Lamb, 2012).
Two of the most researched motivational components of the SE model are integrative
motivation and instrumental motivation. While the integrative motivation includes the focus on
positive feelings toward the L2 speaking community and a desire to engage with that
community, the instrumental motivation concentrates on the practical reasons and benefits that
studying a language might have, such as career opportunities or getting accepted into a
university. The ideal L2 self of the L2MSS is closely connected to the notion of integrativeness
of the SE model, and the ought-to L2 self is closely related to instrumentality (Dörnyei, 2005).
One of the main foci of integrativeness is that it reflects “a general openness to adopting
characteristics of other cultural communities” (Gardner, 2010, p.85). The L2MSS was designed
to address integrativeness in the form of “psychological and emotional identification” (Dörnyei,
2005, p. 96), along with other important issues.
Many researchers argue that integrativeness and the ideal L2 self are interchangeable,
and that the ideal L2 self is a good predictor of learner’s motivated learning behavior (Kim &
Kim, 2012; Kormos & Csizér, 2008). However, some suggest that the two concepts are
complementary and that using them interchangeably can potentially cause the loss of the
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integrativeness, while replacing it with the ideal self (MacIntyre et al., 2009). Dörnyei argues
that these are not interchangeable because the ideal L2 self and the ought-to L2 self only extend
the notion of integrativeness. Furthermore, instrumental motivation includes external motives
such as getting a job, but it does not distinguish between prevention and promotion. The
L2MSS is a more advanced model that better categorizes this distinction: external motivation
with a focus of promotion falls under the ideal L2 self, while external motivation with a focus
on prevention falls under the ought-to L2 self (Dörnyei, 2009). Another salient difference
between the ideal L2 self and integrativeness is that the ideal L2 self is better at explaining
motivated learning behavior and learners’ desired effort to learn English (e.g., Ryan, 2009). As
a results of correlation analysis, Ryan (2009) concluded that the ideal L2 self has a more direct
relationship with motivated learning behavior than does integrativeness.
In addition to the distinction mentioned above, there are several other differences that
distinguish the two models. For example, the L2MSS, in addition to having the ideal and ought
to L2 self, adds a third dimension, which is the L2 learning experience. L2 learning experience
is important to the study of L2 motivation as it focuses on the learners’ immediate learning
environment and its impact on motivation. Another major conceptual difference between the two
models is that the SE model focuses more on affect, while the L2MSS is more cognitive-based
because it is constructed based on the concept of possible selves, whose repertoire is seen as a
cognitive manifestation of learner’s goals, aspirations, fears and threats (Markus & Nurius,
1986). Imagery is another major distinction between the two models. While the L2MSS includes an
imagery component, the SE model does not. The imagery component is important to the framework
because it allows people to hear and see their possible selves, which makes them very similar to
visions or dreams of oneself that can in turn motivate people (Dörnyei & Ryan, 2015).
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According to Dörnyei and Kubanyiova (2014) “vision is one of the single most important
factors within the domain of language learning: where there is a vision, there is a way” (p. 2).
Another distinction between the two models lies in cultural interests, referring to attitudes
to L2 cultural products such as movies, music, and magazines, and international posture, which
includes “interest in foreign or international affairs, willingness to go overseas to stay or work,
readiness to interact with intercultural partners, and, one’s hopes, openness or a non-ethnocentric
attitude toward different cultures, among others” (Yashima, 2002, p. 57). Cultural interests are
seen as the central focus of integrative motivation as proposed by Gardner, and international
posture is the concept most related to the ideal L2 self (Kormos & Csizér, 2008; Yashima, 2002).
Learners who possess high international posture are seen as having more favorable attitudes to
the symbolization of English. Furthermore, the L2MSS model focuses more on how learners
relate to the international community rather than any specific L2 group, which is the focus of the
SE model.
Contrary to its popularity, many researchers have criticized the SE model for being
outdated because it assumes that findings for all target languages will be the same as for English,
which has different sociolinguistic realities. The criticism began during the cognitive-situated
phase of the L2 motivation research. One of the main reasons for the debate around this model
has to do with its basic premise which underlies the integrative concept and the spread of
English as an international language, and how relevant this model of motivation actually is when
we lack the target reference group of speakers to compare and identify with. The integrative
concept states that the L2 learner “must be willing to identify with the members of another
ethnolingusitic group and take on very subtle aspects of their behavior” (Gardner & Lambert,

36

1972, p. 135). Thus, one of the downfalls of integrativeness is that it represents a culturespecific variable that is used as a generalizable construct (Ryan, 2010).
The final last major distinction between the two is the instrument that is used to collect
data. The SE model uses the Attitudes and Motivational Test Battery (AMTB) that was
developed to test the relationship between various variables of the SE model. The AMTB is seen
as a “multicomponential motivation questionnaire made up of over 130 items, which has been
shown to have good psychometric properties, including construct and predictive validity”
(Dörnyei, 2005, p. 75). On the other hand, the L2MSS uses items designed by Dörnyei (2005). It
is important to mention that since the ideal L2 self is closely related to the concept of
integrativeness, and the ought-to L2 self is closely related to instrumentality, some of the items
on the questionnaires overlap. However, one criticism by Dörnyei (1994) of the AMTB is that
the questions do not clearly distinguish between the intended and actual behaviors.
Regardless of the differences in the instruments, such as the inclusion of the imagery
component and the L2 learning experience in the L2MSS, the focus on cognition in L2MSS and
affect in the SE model, and most importantly, the component of motivation in the L2MSS lies in
the future versions of self and not with others, as in the SE model, one commonality between
the two models is that they have both been tested with participants of different ages and in
different contexts. While the SE model has been primarily applied in Canada with French and
English (Gardner & Lambert, 1978), the L2MSS has been primarily applied to research
conducted in various European contexts with numerous languages. Another similarity is that
both of the models focus on investigating L2 proficiency. Furthermore, both the integrative
motive and the ideal L2 self have been found to play a major role in learners’ L2 proficiency.
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Because the SE model was not applicable to all educational contexts (Crooks & Schmidt,
1991), did not integrate cognitive theories of L2 motivation (Dörnyei, 1994) and was unable to
capture complexity of social identities (Norton, 1995), there were a lot of contradictory findings
in the empirical research. As a result, the L2 Motivational Self System was proposed by Dörnyei
(2005, 2009). With the introduction of the L2MSS, researchers in the SLA field began
investigating L2 motivation as a process, focusing especially on the idea of possible selves. A
cautionary note must be made in regard to the L2MSS. Researchers should be aware that the
L2MSS is not a replacement for the SE mode. Rather, it provides a complementary approach.
As MacIntyre et al. (2009) warn, research should “avoid the temptation to throw out the baby
with the bathwater” (p.58).

Extension to the L2MSS Research
Since the introduction of the L2MSS, the research on L2 motivation has increased, and
notably, many researchers have used and validated the L2MSS framework in their studies (Dörnyei
& Ryan, 2015). The recent surge of studies have contributed greatly to the literature on the L2MSS,
and quite recently a few studies have attempted to expand the L2MSS framework (e.g., Dörnyei,
2009; Henry, 2015; Mercer, 2015; Nitta & Baba, 2015; Thompson & Vásquez, 2015; You & Chan,
2015). As Henry (2015) states, the L2MSS “has tended to ‘freeze’ current and ideal selves,
presenting them as photographic stills rather than moving pictures” (p. 126).

One major approach to L2 motivation research and the L2MSS that has sparked
scholarly interest is the complex dynamic systems (CDS) perspective, which has been a part of
the ‘dynamic’ turn in SLA research (de Bot, Lowie, & Verspoor, 2007; Dörnyei, 2009, 2014;
Dörnyei & Ushioda, 2011; Larsen-Freeman & Cameron, 2008; MacIntyre & Legatto, 2011).
Complex dynamic systems perspective views language as a dynamic and a complex system, and
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views knowledge as dynamic and contextual, where there is no ideal, universal language
learner (Larsen-Freeman & Cameron, 2008). This perspective was introduced in motivation
research as a result of the L2MSS’ tendency “to ‘freeze’ current and ideal selves, presenting
them as photographic stills rather than moving pictures” (Henry, 2015, p. 126).
The first attempt to describe motivation from the CDS perspective was made by Dörnyei
(2009) by discussing the interactions between the language, the agent, and the environment.
Following that, a few other researchers have taken the initiative to investigate motivation,
particularly the L2MSS, from the CDS perspective, because the non-linear system dynamics
seem to describe numerous language learning phenomenon otherwise not explainable (Dörnyei,
MacIntyre, & Henry, 2015). Additionally, this paradigm takes a holistic approach that evaluates
the whole system as well as the interaction of the parts in a specific situation, rather than taking
the traditional approach, which examines defined variables and their relationship in isolation.
Furthermore, another reason for adapting this perspective was the ability of CDS to capture the
complexity of the SLA process where context was not separated from the system under
investigation, and it also merged both quantitative and qualitative approaches. Lastly, it
significantly highlighted change in the system, which prompted researchers to carry out
longitudinal studies. Dörnyei and Ushioda (2011) argue in support of the dynamic approach to
investigate L2 motivation and specifically state that the L2MSS is a dynamic “motivation–
cognition–emotion amalgam” (p.97). CDS research topics include a focus on the dynamic
nature of imagery (You & Chan, 2015), task motivation and self-regulation (Nitta & Baba,
2015), anxiety and self-efficacy in L2 writing (Piniel & Csizér, 2015), L3 motivation (Dörnyei
& Chan, 2013; Henry, 2015a) and dynamics of the self (Mercer, 2015).
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Mercer (2015), for example, proposes a holistic model of the self by conceptualizing the
self as a series of nested systems of self constructs. Additionally, Mercer examines different
layers of the nested systems in different contexts on four different timescales in order to get a
holistic and in-depth view of each participant. Other approaches to examine motivational
dynamics using the CDS include longitudinal class observations and interviews, and thematic
analysis of the data using the CDS and possible selves as the guide (Henry, 2015a). A similar
approach was implemented by You and Chan (2015) who used the CDS framework to examine
dynamic impact of L2 imagery on future self guides by employing surveys and in-depth
interviews. Data were analyzed multiple times and themes and patterns related to the dynamics
of L2 imagery were noted.
In addition to the observations and interviews, other researchers have attempted to
examine the possible selves using the CDS framework in L2 writing. Nitta and Baba (2015)
investigated how the ideal L2 selves develop and evolve in interactions with the learning
experience by examining self-regulation and L2 writing. Other researchers have examined
students’ writing in multiple stages using the latent growth curve models to detect change,
followed by a longitudinal clustering to define students’ trajectories (Piniel & Csizér, 2015).

In addition to the above attempts to extend L2 motivation research, other researchers
have examined psychological reactance as an extension to the L2MSS (Thompson & Vásquez,
2015). In their recent case study, in analysis of language learning narratives of foreign language
teachers, Thompson and Vásquez (2015) introduce the anti-ought-to L2 self construct, which is
based on psychological reactance. Psychological reactance can be seen as “urge to perform an
action specifically because someone gave advice to the contrary” (p. 161). By combining this
additional dimension to the existing framework, the authors argue that there is room for
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improving the L2MSS, particularly focusing on the additional dimension. According to
Thompson and Vásquez (2015), one important aspect that is not emphasized in the L2MSS is the
focus of the “I” versus the “other” as is rooted in self-discrepancy theory, which includes a total
of six different self states (see figures below). The ‘I’ dimension of the self-discrepancy is
emphasized by the ideal L2 self, and the ‘other’ dimensions is emphasized by the ought-to L2
self. However, different motivational profiles such as ought-to L2 self/own and ought-to L2
self/other are not emphasized in the framework.

Actual
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Ideal

OTHER

Ought

OWN

Ideal
OTHER
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Figure 6. “I”/Own dimension

Ought
OTHER

Figure 7. “Other” dimension

Therefore, adding this fourth dimension, the anti-ought-to L2 self, makes the model more robust.
Furthermore, it allows interpretation of cause of motivation to be explored via a dimension that
includes this idea that people sometimes do things just because they were told they cannot, which
the authors see as mainly rooted in Western society. In their case study, the anti-ought-to self
was found to be a strong motivator for two of the three participants. However, the claim that the
anti-ought-to self can be motivating needs to be tested with more participants.
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The L2MSS and Motivation Literature
Since its inception, the L2MSS has been validated and its constructs tested in various
linguistic/cultural contexts using different research approaches. Numerous studies have been
carried out, and while a few have taken place in a multi-dialectal context such as China (Dörnyei
& Chan, 2013), many have taken place in a multilingual context, and more specifically, different
European contexts. The current L2MSS research has primarily used EFL participants, including
secondary school students, university students, and adult language learners (Csizér & Kormos,
2009; Dörnyei, Csizér, & Németh, 2006; Dörnyei & Ushioda, 2009; Kormos & Csizér, 2008).
Recently, a few studies have examined L2MSS in various ESL contexts (e.g., Busse, 2013; Kim,
2009; Thompson & Vásquez, 2015). In addition to the numerous studies that have validated the
L2MSS with L2 motivation, a few studies have been carried out using the L2MSS with multiple
languages to investigate L3 motivation (Csizér & Lukács 2010; Dörnyei, Csizér, & Németh,
2006; Henry, 2010, 2011, 2013).
The different dimensions of the L2MSS framework have been widely investigated in SLA
research, and there are numerous variables that have been shown to interact with each of the selves
of the L2MSS. These variables include learners’ motivated learning behavior (Lamb, 2009;
Kormos & Csizér, 2008), anxiety (Papi, 2010), gender (Henry, 2009; Henry & Cliffordson, 2013;
Thompson & Erdill-Moody, 2014), L2 proficiency (Ghapanchi, Khajavy, & Asadpour, 2011;
Lamb, 2012), and intended learning effort (Busse, 2013; Sylvén & Thompson, 2015). The majority
of the research supports the claim that the ideal L2 self is a significant predictor of learners’
motivation. One of the largest studies to be employed on L2 motivation utilizing over 13,000
language learners and five different foreign languages empirically supported the L2MSS
framework and concluded that the ideal L2 self mediated the attitudinal
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and motivational impact on the criterions, supporting the claim that the ideal L2 self is an
essential component of L2 motivation (Dörnyei, Csizér, & Németh, 2006). It is noteworthy to
mention that research has shown that not everyone is capable of having a clear ideal L2 self,
and this is mainly contributed to contextual differences (Lamb, 2009). While the majority of the
L2MSS research has focused on the significance of the different selves in predicting motivated
learning behavior (e.g., Kim, 2009), a few studies have included a focus on the learning
experience, as well as the effects of the selves on the L2 learning experience (e.g., Csizér &
Kormos, 2009).
The results of research focusing on the significance of the ideal L2 self and the ought-to L2
self in predicting motivated learning behavior have shown that the ought-to L2 self and the ideal L2
self function differently and have different effects on learners’ motivated learning behavior. In
Kim’s (2009) study, the ideal L2 self emerged as a result of the need, or the goal, to communicate
with other L2 speakers, while the ought-to L2 self was connected with the need or desire to get a job.
Kim used a case study approach to investigate two adult Korean ESL learners’ motivation and
learning experience using the L2MSS framework in Canada. Kim specifically investigated the
internalization of the ought-to L2 self and its contribution to L2 motivation, and the influence of the
learning goal on the ideal L2 selves. Similarly, Csizér and Kormos (2009) investigated the role of the
ideal L2 self, ought-to self, and learning experience on secondary school students’ and university
students’ motivation to study English. The results of a questionnaire showed that although the
relationship between the ideal L2 self and the learning experience contributed significantly to the
motivated learning behavior, this relationship was significantly stronger for university students than
for secondary school students. On the
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other hand, and once again, the ought-to L2 self was found to have weak correlation with the
motivated learning behavior in both groups of students.
In an earlier study, Kormos and Csizér (2008) in examining L2 motivation in three
distinct learner populations found that the ideal L2 self and language learning attitudes were the
main factors that affected motivated learning behavior. Their study also revealed that L2
learning experience and international posture, meaning “interest in foreign or international
affairs, willingness to go overseas to study or work, readiness to interact with intercultural
partners…and a non-ethnocentric attitude toward different cultures” (Yashima, 2002, p. 57) also
impacted L2 motivation. Thus, the ideal L2 self was found to be a key predictor in motivated
learning behavior among different age groups of pupils. In contrast to the ideal L2 self, the
researchers did not find the ought-to L2 self as a valid construct in this setting.
In addition to research on L2MSS and motivated learning behavior, various studies have
looked at other factors, such as anxiety, intended learning effort, and proficiency as they relate to
the different aspects of the L2MSS. The results show that the ideal L2 self and the L2 learning
experience decrease anxiety (Papi, 2010) and increase intended learning effort (Islam, Lamb, &
Chambers, 2013). Furthermore, having a strong ideal L2 self and ought-to L2 self, as well as a
positive view of school learning experience, significantly predicts English (L2) proficiency (Kim
& Kim 2012; Lamb, 2012).
Besides the research on L2 motivation, there has been a recent interest in the SLA field to
investigate L3 motivation using the L2MSS framework. One of the contributing factors is the
growing interest in researching multilingualism and third language acquisition (Henry, 2013).
According to Henry (2013) “following the recent paradigm shift in the conceptualization of the
affective element of motivation from an external identification with a group or community of TL
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speakers to one where the locus of motivated learning behavior derives from an internal ‘self-asfuture-language-speaker/user’ identification, studies with a focus on L3 motivation have now
begun to appear” (p. 11). The overarching results of the select few studies confirm that the L2 is
implicated in L3 motivation, and specifically if the L2 is English (a high-status language), the
motivation in learning a third language will be negatively affected (e.g., Glaser, 2005;
Phillipson, 2008). Other researchers have found that the selves differ in different languages,
making them language specific (e.g., Dörnyei & Chan, 2013; Thompson & Liu, 2017). This is
especially true for the ideal L2 self (Thompson & Liu, 2017).
The abovementioned studies conclude that the ideal L2 self is the biggest contributor of
the three L2MSS dimensions to motivated learning behavior, regardless of the language or the
order in which it was studied. The ought-to L2 self, on the other hand, has been found to have a
weak correlation with motivated learning behavior. Finally, one of the most significant results
from the abovementioned research is that the future self-guides may be language specific,
specifically the ideal L2 self. Although the results are promising, more research on L2
motivation is needed to validate the L2MSS framework. Since the majority of the research
utilizes EFL participants, further exploring and testing the framework with a different
population, the ESL learners, will provide a more holistic picture of the power and robustness of
the L2MSS framework.
The above sections provided a synthesis of the existing literature on L2MSS and
motivation in SLA. However, with regard to affect and L2 motivation literature, one perceived
gap is the role emotions and learners’ management and understanding of own and others’
emotions play in motivating them to learn a second language. Understanding the contribution
of these constructs is important because they are inextricably intertwined with that of affect and
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motivation, and additional insight into the connection between them could yield results that
would further help us understand the role that positive and negative emotions play in motivating
learners in the language learning process. Historically, affect has received much attention in the
field (Schumann, 1997); however, there is not much research with regard to the connection
between emotions or emotional intelligence and motivation, and specifically the different aspects
of the psychological self. It has been argued that the key distinction between unengaged and
engaged learners is in the types of emotions that are experienced while learning languages
(Dörnyei, 1994; Gardner 1985; MacIntyre, 2002). The following section provides an overview
of emotions research in SLA field.

Emotions Overview
Prior to exploring emotions in second/additional language learning, it is important to
provide an overview of emotions outside of the SLA and applied linguistics field, including
mainstream and educational psychology. There has been a lot of uncertainty in the scientific
community regarding the definition of ‘emotions’, which will be discussed below. According
to Ross (2015) “in general, emotions are defined as individual responses to events or
experiences involving experiential, physiological, and behavioral activity (as cited in Keltner &
Ekman, 2000).
One of the biggest debates in the field of psychology is around the idea of emotion versus
reason; which one is more important, and whether or not emotions are a product of cognition. It
has been said that the theories of emotion are subtexts of the larger theories of mind (Zeidner,
Matthews, & Roberts, 2009). It should be noted that although process of cognition is intricately
linked to emotions, emotions are not considered a class of cognition. Because of the dominance
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of behaviorist psychology, emotions have been largely underresearched and ignored in
scientific research because they are not easily observable and measurable (Ross, 2015). It was
not until recently that emotions began to receive attention from researchers.
There are many conceptions of emotions, and there are many emotion theories
(Dewaele, 2010). Particularly, there are two families of emotion theory: one views emotions as
universal psychological quality and the other is concerned with individual differences, which
views emotions as varying across individuals (Matthews, Zeidner, Roberts, 2002). Both inform
what it means to be emotionally intelligent.
As mentioned previously, there are numerous perspectives on emotions. The
neurobiological perspective differentiates emotion from the cognitive processes. Cultural
psychological perspective views emotions as relative to different societies and cultures (e.g.,
Eastern and Western). The social constructivist perspective, on the other hand, situates emotions
as “within the hierarchy of behavioral systems” (Averill, 1982, p. 4). Lastly, the cognitive
linguistics perspective views emotions from a more relativist perspective. Researchers in this
arena criticize those who make universal claims on the basis of language-specific categories,
whether cognitive or cultural or both. From the cognitive linguistics perspective, emotions are
viewed as socially and culturally shared scripts, and while researchers agree that emotions carry
a physiological substrate (e.g., basic experience of anger exists), they caution the researchers
that English anger, for example, and anger in another language could be experienced and
expressed differently (Wierzbicka & Harkins, 2001).
In addition to the multifaceted scientific field of emotions, there are other constructs that are
similar to that of the emotions, and it is important to distinguish emotions from the other constructs
in psychology, including moods and feelings. Emotions are said to be “transient and
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tied to a particular stimulus or event” and are complex, differentiated, and intense (Matthews,
Zeidner, Roberts, 2002, p. 138). On the other hand, moods are “more free-floating and need not
refer to any particular object” and are less intense (Matthews, Zeidner, Roberts, 2002, p. 138).
While emotion is said to be universal, a feeling is a subjective representation or a personal
experience of an emotion.
One of the newer constructs to emerge within the positive psychology field, and
specifically the construct of emotions, is that of emotional intelligence (EI). Emotional
intelligence can be viewed as an individual difference construct. The construct of emotional
intelligence is robust, and there are many conceptualizations of it. It has been stated that EI
addresses perceived imbalance between emotions and human cognitive ability (Zeidner,
Matthews, & Roberts, 2009).
Emotional intelligence was first introduced to the scientific community by Salovey and
Mayer (1990), but it was Goleman (1995) who popularized the EI field. The original definition
of emotional intelligence defined it as a set of interrelated cognitive abilities (Mayer & Salovey,
1997). Specifically, it was defined as the “the ability to monitor one’s own and others’ feelings
and emotions, to discriminate among them and to use this information to guide one’s thinking
and actions” (Salovey & Mayer, 1990, p. 186). There are three main theoretical frameworks of
EI: ability model, mixed model, and trait model. While the conceptualization of EI as ability
assumes EI is a cognitive ability, the trait conceptualization views EI as not cognitive in
conventional sense, rather, as a set of dispositional traits and deals with a person’s perspective of
own emotions. Trait EI, from this perspective, is a part of an individual’s personality. Mayer et
al. (2000) make distinctions between models on the basis of whether a model mixes cognitive
abilities with other characteristics; if it does, it is labeled a ‘mixed model.’ The mixed-model
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combines both the trait perspective and the ability perspective. It has been noted that empathy is
central to most conceptions of EI (Matthews, Zeidner, Roberts, 2002). Nonetheless, all models of
emotional intelligence focus on the understanding and regulation of one's own emotions and the
understanding and regulating the emotions of others. Models are distinguished based on method of
measurement used to operationalize the EI construct (Petrides & Furnham, 2001). More information
on the distinction among the models will be provided in the following sections.

Emotions in Second/Foreign Language Learning
Much like the psychology research, emotion in SLA and applied linguistic research has
received limited attention, until recently. The role of affect in SLA has been notably defined as
an important component of learners’ individual differences because it encompasses “aspects of
emotion, feeling, mood or attitude which can condition behavior and influence language
learning” (Arnold & Brown, 1999, p. 1). Although emotion has been investigated in both
anthropological and functional linguistics, it has received rather little attention in SLA (Hymes,
1972; MacIntyre, 2002; Sapir, 1921). Dörnyei (2009) emphasizes that:
“Everybody knows that classrooms are venues for a great deal of emotional turmoil, yet
affect has been an almost completely neglected topic in educational psychology.
Everybody knows that the study of a second language can be an emotionally rather taxing
experience, yet affect has been an almost completely neglected topic in applied linguistics.”
(p. 219)

One of the earlier investigations into reconceptualizing the role of affect in L2 learning
and investigating the neurobiological basis of affect and motivation was carried out by
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Schumann (1986, 1994). Schumann, whose pioneering work was a result of the developments in
neurosciences and cognitive psychology, has stated that “an individual’s development of
preferences and aversions constitutes a subform of experiential selection” (as cited in Dewaele,
2010, p. 21). Both preferences and aversions come out of our tendencies, such as the sociostatic
value and the homeostatic value, and enhance our survival (Dewaele, 2010). Furthermore, it is
argued by Schumann (1997) that the sociostatic value, acquired over a person’s lifetime, in
particular gets infants ready to acquire language by making voices/faces that aim to get the
attention of caregivers. Thus, environmental and internal stimuli are assessed by the affective
appraisal based on five criteria including: novelty, pleasantness, goal significance, self and
social image and coping potential (Schumann, 2004). Thus, these five dimensions played a role
in decision making by foreign/second language learners which was viewed as a process of
assessment of motivational and emotional relevance of agents, events and object (Pavlenko,
2003). As a result, each experience unique to a person can lead to variable neural preference
systems, where both positive and negative assessment of a stimulus affect the effort made and
attention given by a learner to the stimulus (Schumann, 2004). Thus, he argued that since every
individual’s experience is different, so in turn are their emotional memories, appraisals, and
reactions to the appraisals. As stated by Dewaele (2010), “affective appraisal is thus at the
core of cognition, and it drives the decision-making processes. Emotion is thus at the basis of any
learning, or absence of learning” (p. 21). Ultimately, what Schuman (1997) argues is that these
“patterns of appraisal may underlie what has been considered motivation in SLA” (p. 8).
As a result of Schumann’s research, SLA researchers have concentrated on how to make a
positive learning environment in the language classroom in order to heighten L2 motivation. This
historical connection between affect and motivation has motivated researchers to further
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investigate the role of emotions in second and additional language learning process (Aragao,
2011; Dewaele, 2011; Garett & Young, 2009; Swain, 2013). The research in the field of SLA
encompasses the term emotions as part of affect. However, according to Ortega (2009) “the area
of affect and L2 learning is fraught with theoretical, conceptual, and methodological challenges”
(p. 214). As a result of research on affect facing numerous challenges, such as the absence of a
strong theoretical foundation on affect, reductionist view of affect, and the lack of focus on
emotions, the field of applied linguistics and SLA is experiencing what Pavlenko (2013) refers to
as the “affective turn”. The reason for this is that researchers are taking on different approaches
to defining and researching emotions. They are no longer focusing on investigating just how
affect influences L2 learning, but are now more interested in how L2 learning can influence
emotions (Pavlenko, 2013). Additionally, the affective turn focuses on gaining a deeper
understanding of emotions and cognition. Barcelos (2015) labels this the “emotional turn” and
states that emotions have been marginalized in applied linguistics research.
Prior to the affective turn¸ research on emotions in SLA and applied linguistics has
primarily focused on investigating expression and experiences of emotions in multilinguals
(Dewaele 2010; Pavlenko, 2006), as well as emotions in the classroom (Mercer, 2005), and
emotions as a process (So, 2005). During this time, it has been concluded that “while in each
speech community there exists variation in affective styles, speakers of different languages
live in somewhat distinct emotional worlds” (Pavlenko, 2003, p. 9). During the affective turn,
emotion research has taken different directions, including a focus on emotions from the
sociocultural theory approach (Johnson & Worden, 2014; Swain, 2013), the critical theory
approach (Benesch, 2012), and positive anticipated emotions (MacIntyre & Gregersen, 2012).
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In addition to the different research points on emotions, there are also numerous
definitions of emotions within the SLA and applied linguistics field, mainly due to their sheer
complexity. Emotions, as viewed in applied linguistics, can be seen as “the psychological
outcome of dynamic interactions between different layers of internal and external systems –
physiological, cognitive, behavioral and social” (So, 2005, p. 43-44). Izard (1991) states that
emotions are “experienced as a feeling that motivates, organizes, and guides perception, thought,
and action” (p. 14). Emotions, such as fear or anger, are seen as intense and short-lived (Forgas,
1992). Imai (2010) argues that emotions are “socially constructed acts of communication that can
mediate one's thinking, behavior, and goals” (p. 279), and regardless of the definition, “all
acknowledge either one or more of four characteristics of emotion- namely, situational
appraisals, action tendencies, bodily sensations, and expressive or display of behavior” (as cited
in Parkinson, 1995). The more relativist perspective toward defining emotions views emotions as
differing across cultures and languages (Pavlenko, 2008). Thus, according to this perspective,
emotions are “self-concerning, partly physical responses that are at the same time aspects of a
moral and ideological attitude; emotions are both feelings and cognitive constructions, linking
person, action, and sociological milieu” (Rosaldo, 1984, p. 304). The researcher of the present
study takes on the following definition of emotion, originally defined by Pavlenko (2008), which
conceptualizes emotions as:

prototypical scripts that are formed as a result of repeated experiences and involve causal
antecedents, appraisals, physiological reactions, consequences, and means of regulation
and display. These concepts are embedded within larger systems of beliefs about
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psychological and social processes, often viewed as cognitive models, folk theories of
mind, or ethnopsychologies. (p. 150)

This conceptualization of emotion does not distinguish between feeling different in different
languages, rather it states that speakers of different languages have “different vantage points
from which to evaluate and interpret their own and others’ emotional experiences” (Pavlenko,
2008, p. 150), meaning that emotions are culturally relative.
It has been argued that different emotions in the process of language learning can
contribute to students’ engagement (MacIntyre, 2002). Even negative emotions can be a resource
in learning foreign languages and can also mediate development (Imai, 2010). Furthermore,
intense emotions can be created while learning a foreign language as the process itself is
complex (MacIntyre, 2002). Additionally, Scovel (2001) argues for the importance of emotions
and states that “emotions might well be the factor that most influences language learning, and
yet is the least understood by researchers in second language acquisition” (p. 140). More so,
understanding emotions can help researchers better understand why certain students are
motivated toward something but are not inclined to take action, or why emotions prevent action
(MacIntyre, 2002). Contrary to Pavlenko (2013), who investigated how L2 learning affects
emotions, Swain (2013) states that the inverse of that is the main assumption, which only views
emotions as influencing language learning and not vice versa, and this is because the effects are
likely to be bidirectional. Another assumption that decontextualizes emotions is that “emotion is
out there (or in here) somewhere in psychological reality waiting to be isolated, pinned down
and dissected” (Parkinson, 1995, p. ix).
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Dörnyei and Ryan (2015) state that research on emotions has been neglected in individual
differences research and SLA field in general. Furthermore, it has been stated that the
“relationship between cognition and emotions, is minimally, interdependent; maximally, they are
inseparable/integrated” (Swain, 2013, p. 196). SLA researchers have broken down this construct
of emotions to “a laundry list of decontextualized and oftentimes poorly defined
sociopsychological constructs, such as attitudes, motivation, anxiety, self-esteem, empathy, risktaking, and tolerance of ambiguity" (Pavlenko, 2005, p. 34). Additionally, the majority of the
research on emotions treats the construct as a static feature which negatively affects language
learning (Brown & White, 2010). It has been argued that language learning motivation is the
most frequently researched positive “emotional” variable (Dewaele, 2010). As MacIntyre states,
“the link between motivation and emotion is strong, intricate and fascinating” (p. 60). For
example, having a teacher who makes learning exciting and pleasurable will motivate learners.
On the other hand, if the teacher is hated, learners’ motivation to study the language might be
challenged. Additionally, as argued by MacIntyre (2002), attitudes, historically considered the
only antecedent to motivation, are not enough to sustain motivation, and in order to get a
complete picture of a learner’s motivational profile, the researchers need to examine emotional
experiences students experience while learning a foreign language.
There have been different waves of research on emotions in SLA, as mentioned previously.
While some research has focused on emotions and other individual difference variables such as
beliefs, attitudes, and motivation (e.g., Aragao, 2011; Dewaele, 2010; Mercer, 2006, 2009; MendezLopez & Aguilar, 2012), other research has focused on the expression and experience of emotions in
multilinguals (e.g., Dewaele, 2010; Pavlenko, 2005). Within the scope of research on emotions and
individual differences, the primary focus has been on emotions and
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beliefs (Aragao, 2011; Mercer, 2006; 2009). The concluding results on emotions and beliefs are
that emotions and beliefs are interrelated, and that emotions can influence students’ learning in
the classroom (Mercer, 2006; 2009).
Because research has shown that emotions and motivation are connected, and one has an
influence on the other, it serves as purpose to provide more empirical work on the relationship
between the two constructs. The psychology research has acknowledged the close link between
the concept of emotions and motivation (MacIntyre, 2002). Tomkins (1970) states that emotions
serve as an amplifier, providing the intensity, urgency, and energy to propel behavior. Since
emotion is present at all times, and it varies in intensity and type, it therefore, impacts everything
we do in some way. MacIntyre (2002) uses the analogy of oxygen deprivation to illustrate this.
He states that human’s requirement for oxygen drives them to breathe; however, being deprived
of oxygen is not the motivation to survive and fight, it is the fear that motivates us. Because
emotions can be powerful and pervasive, they can be considered a fundamental motivator of
behavior and are a key part in the motivation system (MacIntyre, 2002). In the L2 environment,
it is often, for example, that the L2 speakers get embarrassed because of the language barrier,
which in turn could impact their motivation to speak depending on their emotional reaction in
the particular situation.
Only two studies, as far as this researcher is aware, focus on how emotions, emotional
experiences and reactions interact with L2 motivation. The first study is by Mendez-Lopez and
Aguilar (2012) who explored the effects of emotional experiences on language learning
motivation in Mexican learners in the EFL context using a qualitative approach. Specifically,
data were gathered from personal narratives, an emotional reactions journal, and semi-structured
interviews with 18 participants. The results revealed that learners’ emotional experiences played
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a role in FLL motivation. The results also revealed that negative emotions can serve as learning
enhancers, and that there were positive effects of negative emotions in terms of the language
learning process, which included developing motivation and language learning strategies.

The second, and more recent study specifically addresses the L2 possible selves and
emotions (Teimouri, 2016). This study examined different emotional states, including anxiety,
joy, and shame, within the L2 Motivational Self System. Five hundred and twenty-four
adolescent EFL Iranian learners took part in the study. The results of the questionnaires showed
that there were correlations between the selves and the emotional states, and that the selves had
predictive power of the emotional states. Specifically, the results showed that the ideal L2 self
and the ought-to L2 self/own predicted the emotional state of joy; the ideal L2 self had the
strongest effect and positive predictive power. Additionally, it was found that the ought-to L2
self/own and the ought-to L2 self/others positively predicted the emotional state of anxiety.
In addition to the limited research on emotions and abovementioned individual difference
variables, and especially motivation, another area in which emotions take center stage is their
role in the process of language learning (Brown & White, 2010; Dewaele, 2011; Garret &
Young, 2009; Imai, 2010; Pavlenko, 2004, 2005, 2006; Swain, 2013). One major distinction in
SLA emotion research is made between language of emotion and language and emotions
(Pavlenko, 2005). With regard to language of emotion, topics such as the vocal level of emotion
terms and representation of emotion terms in the bilingual lexicon are often examined. Overall,
Pavlenko argues that emotion vocabulary and emotion-laden vocabulary should be a part of a
distinct and separate class of words in the mental lexicon. Additionally, Pavlenko (2008) calls for
a stronger focus on the processing level due to the need to incorporate the affective processing
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dimension. She states that there are different affective priming effects in emotionality in
different word types and languages.
With regard to language and emotions, the most notable questions that have been asked
relate to the expression of emotions in bilinguals and multilinguals. Starting in the 2000s,
research on bilingualism and multilingualism paid more attention to emotions in terms of how
these types of learners experience and express emotion in their respective second languages
(Dewaele, 2010; Pavlenko, 2005, 2006; Pavlenko & Dewaele, 2004). According to Pavlenko
(2006) there are four sources of perception of different selves among multilinguals: “(1)
linguistic and cultural differences; (2) distinct learning contexts; (3) different levels of language
emotionality; (4) different levels of language proficiency” (p. 10).
The majority of the research with regard to expression and experience of emotions in
multilinguals takes a qualitative approach (e.g., Brown, 2010; Imai, 2010; Pavlenko 2004, 2005,
2006). While some studies focused on emotion regulation (Brown & White, 2010), others
investigated emotional reactions in foreign language courses. The researchers mainly conclude
that emotions do have a great effect on learners’ ability to cognitively appraise tasks and that
emotions play a significant role in foreign language learning process. Other areas of research on
emotion focus on collaborative group-work, which also conclude that emotions are verbally
displayed and emotionality of the group mediates learners’ thinking (Imai, 2010), and expression
of emotions (Pavlenko, 2005).
In addition to the numerous qualitative pieces of work on emotions and complexity
of language choice and identity, one of the major waves of emotion research has utilized the
Bilingualism and Emotion Questionnaire (BEQ). This line of inquiry examines
expression/communication of emotions in second/foreign language using the BEQ (Dewaele,
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2008, 2010). It is argued that it is important for L2 speakers to be able to express an array of
emotions such as anger, happiness, and shame in the L2 (Dewaele, 2008). More so, Dewaele
(2005) states that “the L1 is preferred to express emotional involvement whereas the L2 is
experienced as colder, more distant, and or detached from the L2 user and less appropriate for
the expression of emotion” (p. 374).
In his study of language choice of swear words among multilinguals, Dewaele (2004)
found that participants preferred to use their L1 to swear. In another study, while investigating the
emotional weight of I love you in multilinguals’ language in the sample of 1,459 multilinguals
and 77 different language, Dewaele (2008) found that multilinguals preferred to use their first
language to express I love you¸ and after conducting statistical analyses, it was found that selfperceived language dominance was the biggest contributor to that choice.

In a recent study, Dewaele (2010) conducted what is known as the first large-scale
investigation into multilinguals’ feelings about each of the spoken languages and how
participants used those languages to communicate emotions. Using over 1500 participants,
Dewaele (2010) investigated how factors such as chronology of acquisition, age of onset of
acquisition, context of acquisition, frequency of language use, additional language socialization,
gender, age, and level of education, network of interlocutors, number of languages known, and
trait emotional intelligence affected the expression of communication of emotions. According to
Dewaele (2010) several factors were found to impact expressing emotions, anger, and swearing.
Contributing aspects include current use of language, number of languages studies and when
and how each was studies, and lastly, the level of emotional intelligence also played a critical
role in expressing emotions (Dewaele, 2010).

58

The results of Dewaele’s (2010) study showed that context did play a role on expression
of emotions; language learned in formal classroom instruction was less frequently used to
communicate emotions, and those learned in a naturalistic setting were more frequently used in
expression of emotion. In terms of frequency of use of additional languages, it was found that
being more socialized in a specific language caused participants to use that language to
communicate emotions, but only after living in that context for a long period of time, about a
decade. The more languages the participants spoke, the more comfortable and less anxious they
were to express emotion in additional languages. Lastly, Dewaele’s study showed some
significant results with regard to trait emotional intelligence. He found that trait EI had a strong
inverse relationship with foreign language anxiety; the higher the trait emotional intelligence
score, the lower the anxiety to communicate in the additional language.
As can be seen from above literature, the main focus in SLA research has been
extensively on negative emotions, mainly anxiety. While this is important, research should also
aim to investigate positive emotions as a way to aid us in better understanding how such
emotions influence the language learners and the learning process. One way to begin the greater
focus on positive emotions is to investigate learners’ emotional intelligence. The first step has
been taken by Jean-Marc Dewaele whose contributions to emotion research in SLA are
tremendous. He is the first SLA researcher to import emotional intelligence, and specifically
trait EI construct from the field of psychology to the field of second/foreign language learning
(Dewaele, Petrides, & Furnham, 2008). Although trait EI construct is in its infancy, it is
important to provide an overview of it as a separate construct of emotions. In addition to
providing an overview of trait EI, the following section will also provide a review of relevant
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literature, as pertaining to the SLA field, and discuss the current gaps in trait EI and
SLA literature.

Personality
Prior to providing an overview of trait EI and a synthesis of trait EI research, a short
overview on personality will be provided as trait EI is located in the lower levels of personality
hierarchy. One definition of personality views it as “the coherent patterning of affect, behavior,
cognition, and desires (goals) over time and space” (Revelle & Scherer, 2009, p. 1). Personality
is seen as “a more or less stable and enduring organization of a person’s character,
temperament, intellect, and physique, which determines his unique adjustment to the
environment” (Eysenck, 1970, p. 2). Therefore, a relationship between personality and affect
exists, and this relationship can be illustrated by an analogy. Revelle and Scherer (2009) use the
analogy of climate and weather to compare the two constructs, stating that personality is to
emotion as climate is to weather.
SLA researchers examining personality primarily do so to investigate which traits are
important to the success of second language acquisition. Traits, such as empathy, have potential to
facilitate SLA. Researchers have shown that personality traits can affect language learning success
(Dewaele, 2012, 2013; Gregersen & MacIntyre, 2014). Personality traits are considered more or less
stable by many researchers, and like motivation, they belong to the individual differences paradigm.
These traits, according to Dewaele (2012), “are hierarchically organized with (typically) five broad,
orthogonal (i.e., independent) dimensions at the apex and a larger number of more specific traits
further down the hierarchy (p. 44, as cited in Pervin & John, 2001). Furthermore, these traits are
considered universal. For example, at the top of the hierarchy
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are supertraits, such as extroversion, followed by specific traits, which are followed by habits,
and then more specific behavioral responses (e.g., Eysenck & Eysenck, 1958).
The Big Five (Goldberg, 1981) is considered the dominant taxonomy of personality. This
taxonomy consists of five broader traits, or super-traits: openness, conscientiousness,
extraversion, agreeableness, and neuroticism. The Big five traits “represent personality at the
broadest level of abstraction, and each dimension includes a large number of distinct, more
specific personality characteristics” (John & Srivastava, 1999, p. 105). The scores of the trait
emotional intelligence questionnaire (TEIQue SF), which measures trait EI, have been found to
be highly correlated with some characteristics of the Big Five basic personality dimensions
(Petrides, Pita, Kokkinati, 2007). Particularly, Dewaele, Petrides and Furnham (2008) found that
the variance overlap between trait EI and Big Five is 70%. Research has shown that trait EI has
incremental validity over the Big Five (e.g., Extremera & Fernández-Berrocal, 2005; Furnham &
Petrides, 2003). That is to say that trait EI as a new measure provides more information and has
greater predictive ability than the existing Big Five measure. Extraversion and neuroticism are
very similar to the trait EI factors of sociability and emotionality, respectively. These two factors
of the Big Five have association with affective factors of IDs (Revelle & Scherer, 2009, as cited
in Corr, 2008).
Amongst the various facets of personality, extraversion and introversion have received the
attention of many researchers (Ellis, 2008). In SLA research, most attention has been paid to
extraversion because this trait is said to help learners become more successful in their L2 (Dewaele,
2012). Extraverts are typically talkative, sociable, and assertive. As mentioned previously, this
super-trait is closely correlated to the sociability factor of trait EI as learners who score highly on
sociability perceive themselves to be more assertive and possess strong social
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skills. Extroverts are also said to be more willing to engage in interactions than introverts
(Dewaele, 2012). In SLA, willingness to communicate, or WTC, is defined as “self-reported
likelihood for an L2 learner to want to initiate communication in the L2 when given the choice to
engage in or to avoid such action” (Ortega, 2014, p. 213). WTC takes into consideration attitudes
and L2 communicative confidence and addresses really how well learners adapt to the new
learning environment. Students who possess good social skills and are assertive would take a
proactive approach to language learning by speaking more in English and would perhaps take
more risks. As Dörnyei and Ryan (2015) mentioned, it is not enough to have a vivid image of the
ideal L2 self; unless this vision is accompanied by action plans, it will not be obtainable.
Therefore, it is possible that learners with a strong ideal L2 self are able to implement action
plans because they possess such social skills and can influence other people’s feelings.
In addition to the super traits of the hierarchy of personality, there exist some ‘lower-order’
traits; trait EI falls under this category. Super traits and the lower order traits often correlate;
however, the lower order traits tend to explain unique variance, and the two are therefore not the
same. As mentioned previously, trait EI is an individual difference and it states that there are
differences in the way individuals process and utilize affect-laden information (Dewaele, Petrides &
Furnham, 2008). SLA researchers have found that emotionally intelligent L2 learners are more
likely to participate in L2 conversations (e.g., Ozanska-Ponikwia, 2010). Particularly, in one study
with undergraduate Iranian EFL learners, Alaviniaa and Alikhani (2014) found positive significant
correlations between WTC and participants’ emotional intelligence level, showing that EI might be
an underlying variable of WTC. In another study with Iranian EFL learners, Oz (2015) found that
participants had high levels of WTC and moderate levels of EI, indicating that as the EI increases,
WTC increases as well.
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One controversial issue in field of social psychology and personality is whether personality
changes as a function of language (Chen & Bond, 2010). The literature on the stability of personality
traits is conflicting, depending on different disciplines. While some researchers label traits as
relatively stable (e.g., Petrides, 2001), the researchers in SLA field argue that personality could
change depending on different linguistic and cultural backgrounds. Therefore, an important area of
research that has received relatively little attention is on the impact of language on personality, and
whether or not bilinguals exhibit different patterns of personality. According to Chen and Bond
(2010) personality is stable over time and consistent across situations, and “from this perspective,
language is not a contextual factor that could shift a bilingual’s personality, but merely a tool that
permits the expression of underlying traits” (p. 1514). However, others disagree. Guiora, Paluszny,
Beit-Hallatimim, Catford, Cooley, and Yoder Dull (1975) state that “to speak a second language
authentically is to take on a new identity as with empathy, it is to step into a new and perhaps
unfamiliar pair of shoes” (p. 48). Several researchers have examined the interaction between
languages and personality in both the SLA field and social psychology, and more recent research
supports the argument that personality shifts as a function of language (e.g., Ramírez-Esparza,
Gosling, Benet-Martínez, Potter, & Pennebaker, 2006). For example, in a study that used
questionnaires with Croatian EFL participants, the researchers found that one fourth of their
participants felt that learning English had changed their personality (Medved-Krajnovic & Juraga,
2008). In another study on multilingualism, multiculturalism, and scores on five personality traits,
Dewaele and Van Oudenhoven (2009) found that the number of languages spoken was linked to
participants’ personality profiles. On the contrary, no such relationship was found between languages
spoken and personality in Israeli multilinguals (Dewaele & Stavans, 2012). The biggest research
study to
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examine the connection between personality and languages was one carried out was by Dewaele
and Pavlenko (2001-2003). Their large-scale study with over a thousand multilinguals on
examining their emotions, personality, and languages used revealed that approximately two
thirds of the participants reported that they ‘feel like a different person’ when speaking different
languages. Therefore, these conflicting results suggest that perhaps the traits of personality
might not be as stable as originally proposed and that personality might be altered when
speaking a second language.

Trait Emotional Intelligence
As mentioned above, in addition to the investigation of expression and experience of
emotions, one of the newer emotion constructs under investigation in SLA and Applied
Linguistics is trait emotional intelligence (Dewaele, Petrides, & Furnham, 2008; Dewaele,
2010). Trait EI deals with “emotion-related self-perceptions, such as emotion control, emotion
expression, empathy, and adaptability” (Dewaele, Petrides, Furnham, 2008, p. 913). Trait EI is a
reconceptualization of EI, which is a concept in positive psychology first introduced by Salovey
and Mayer (1990).
As mentioned previously, the EI paradigm consists of several theories including the
ability-based theory, trait EI theory, and the behavioral or competency approach. Salovey and
Mayer (1990) define ability EI as “the ability to perceive and express emotion, assimilate
emotion in thought, understand and reason with emotion, and regulate emotion in the self and
others.” This construct of EI is measured via maximum performance tests such as IQ tests.

The ability emotional intelligence and the trait emotional intelligence have received
most attention in the scientific investigation of EI. The two theoretical frameworks of EI can be
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differentiated based on the type of method of measurement utilized to operationalize each
construct, and not on the facets, or elements, that the model encompasses. The two models are
not mutually exclusive (Petrides & Furnham, 2000, 2001; Spence, Oades, & Caputi, 2004; Tett,
Fox, & Wang, 2005). Empirical findings, which show low correlation between trait and ability
measures, support the distinction between the two EI concepts (O’Conner & Little, 2003;
Warwick & Nettelbeck, 2004).
While some researchers view EI as an ability (Salovey & Meyer, 1990), others describe
emotional intelligence as a set of dispositional traits (Boyatzis & Sala, 2004; Petrides &
Furnham, 2001; Tett, Fox, &Wang, 2005). Petrides and Furnham (2001) argue that trait
emotional intelligence is consistent with mainstream theories of personality and that it connects
emotional intelligence with that of differential psychology. Traits are defined as habitual patterns
of behavior, thought, and emotion, which are relatively stable over time and vary from individual
to individual (Kassin, 2003).
According to Petrides (2013) trait EI deals with “emotion-related self-perceptions, such
as emotion control, emotion expression, empathy, and adaptability” (as cited in Dewaele,
Petrides, & Furnham, 2008, p. 913). Trait EI assumes that there is no ‘ideal’ emotionally
intelligent person. Rather, there are certain emotional responses and traits that are more ideal in
some contexts than others. Because there is no ideal person, research is more comprehensive
and individualized (Petrides, 2001).
There are a number of measures of trait EI designed specifically for different contexts,
such as organizational context, or different languages (i.e Russian). Bar On’s EQ inventory (Bar
On, 1997) has been one of the widely used measures of trait EI. However, it has many limitations
including a vague theoretical background (Perez, Petrides, & Furnham, 2005). The introduction
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of the TEIQue has allowed for a more theoretically sound measurement of trait EI, and
furthermore, TEIQue was found most valid in different contexts. The construct of trait EI is
measured via self-reports and questionnaires. Specifically, the TEIQue was designed to
measure trait EI. Trait EI is located in the lower levels of the personality hierarchies since
personality traits are organized hierarchically and consist of more specific traits, such as
emotional intelligence and more general higher-order traits, such as extraversion. According to
Petrides (2010) “trait EI is the only operational definition in the field that recognizes the
inherent subjectivity of emotional experiences” (p. 137).
Although it is argued that trait EI is relatively stable, this is still a controversial issue as
researchers have found that personality traits can be affected by linguistic use. More so, it is
noteworthy to mention that a few studies have examined cross-cultural differences in trait EI,
and the results are quite interesting with regard to the stability of trait EI. For example, Gökçen,
Furnham, Mavroveli, and Petrides (2014) found cross-cultural differences in their study, and
these differences were attributed to whether or not individuals come from individualistic or
collectivist societies. Specifically, they found that Chinese participants completing the English
version of the TEIQue scored higher on global trait EI and the TEIQue factor of sociability,
compared to Chinese participants completing the TEIQue in their native language. Chen and
Bond (2010) also argue that using a second language allows individuals access to the perceived
cultural norms and prototypic trait profiles that are most associated with that language, which in
turn can activate different expressions of a personality.
Although the notion of emotional intelligence is not new outside the SLA field, a relatively
small number of empirical studies exist in our field with regard to trait emotional intelligence. Only
a few studies have addressed trait EI in relation with writing (Shao, Yu, & Ji,
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2013), reading (Abdolrezapour & Tavakoli, 2012), and personality traits (Ozanska-Ponikwia,
2012). Additionally, the vast majority of existing empirical work investigates its relationship
with language learning anxiety (e.g., Dewaele, 2010). Furthermore, there are no studies in SLA
literature that examine the specific factors of trait EI in relation to L2 motivation or the possible
selves. Particularly, given the importance of the relationship between emotions and motivation,
the lack of studies that focus on the two variables is surprising. Since it has been found that
emotions can serve as learning enhances in FLL, and both positive and negative emotions can
impact motivation (Mendez-Lopez & Aguilar, 2012), future exploration of the two constructs
can further shed light on the interaction between them, and more importantly, how emotions
and emotional intelligence can impact the foreign language learning process.
With regard to L2 anxiety, only a few SLA researchers have examined it with relation
to the global trait emotional intelligence. In one study, Shao, Ji, and Yu (2013) investigated trait
emotional intelligence and foreign language anxiety of 510 Chinese students using the TEIQueShort Form. The results indicated that more than one half of the participants had middle to high
levels of trait emotional intelligence, and that there was a moderate to strong association among
the participants’ trait emotional intelligence and foreign language anxiety, English achieving,
and self-rated English proficiency. In another study, Dewaele, Petrides, and Furnham (2008)
investigated how trait emotional intelligence affects communicative anxiety in the L1 and L2
with 464 multilinguals and concluded that those multilinguals who were identified as having
high trait emotional intelligence had significantly lower communicative anxiety.
In addition to the above-mentioned studies that have examined anxiety, only three other
studies have addressed trait emotional intelligence as it relates to academic success, and two of the
studies use the TEIQue Adolescent Short Form (ASF), which is designed of adolescents age
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12-18, and consists of simplified words and syntactic structures. Abdolrezapour and Tavakoli
(2012) investigated whether or not it was possible to enhance trait emotional intelligence and
what kind of relationship exists between trait EI and EFL learners’ reading comprehension
achievement. Using an experimental design, 63 participants from Iran completed the TEIQue
academic short from questionnaire along with a reading comprehension test. Students in the
experimental group were given short stories with highly emotional content, and were asked to
explain their own emotions in order to become more aware of own emotional states. On the other
hand, the students in the control group were taught in ordinary way with no emphasis on
emotional content. Results from the t-test analysis showed that trait EI and achievement in
reading comprehension were much higher in the experimental group. Exposing students to
emotional content positively affected learners’ trait emotional intelligence, which in turn
increased reading comprehension achievement. The results also support the argument that trait
emotional intelligence is not static and can change if a person is motivated. Therefore, it is
important to explore the relationship between trait EI and motivation in second/foreign language
learning process.
In another study that focused on participants’ writing achievement, Shao, Yu, and Ji
(2013) also used the TEIQue ASF to investigate whether trait emotional intelligence can be
increased via certain literature-based activities, as well as the relationship between trait EI and
writing achievement. Applying the same design as Abdolrezapour and Tavakoli (2012) and using
68 participants from China, the results from the t-tests also showed that the experimental group
scored higher on the writing test and the TEIQue ASF, confirming that there is a strong positive
relationship between writing achievement and trait emotional intelligence, meaning that
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higher levels of trait EI is related to a higher proficiency in writing. Therefore, finding ways to
increase trait EI, besides literature-based activities on topics of personal emotions related to
personal experiences, is imperative as it has the ability to improve language learning.
The third study that examined emotional intelligence and academic success in foreign
language learning was one by Pishghadam (2009) in the role of emotional intelligence in second
language learning was examined by matching the Bar-On’s (1997) Emotional Intelligence
Inventory (EQ-i) data with the students’ academic records, scores in reading, listening,
speaking, and writing. The results showed that several dimensions of emotional intelligence
were associated with second language learning, including interpersonal and intrapersonal
abilities. He also found that total emotional intelligence was significantly correlated with GPA,
listening, and speaking.
The last study to examine trait EI and foreign languages was one conducted by OzanskaPonikwia (2012). This study examined the relationship between personality traits, emotional
intelligence and ‘feeling different’ while using a foreign language. The results showed that both
the personality traits as well as trait emotional intelligence had an effect on self-perceived
changes in behavior that occurred while a foreign language was used. The study also concluded
that trait EI facets such as emotion expression, empathy, social awareness, emotion perception,
emotion management, are linked to the self-perceived changes in behavior in the foreign
language. Specifically, the regression model showed that the self-control factor and the global
trait EI score were significant predictors of feeling different while using the L2. Furthermore, the
emotionality and sociability factors correlated significantly with feeling different, meaning that
those participants with high scores on the two factors were able to notice changes in their own
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behavior as they occurred when using the L2. Therefore, it is important to continue to investigate the
relationship between trait EI and academic success in terms of foreign language learning.

As was previously mentioned by Abdolrezapour and Tavakoli (2012) trait emotional
intelligence can be changed if the learner is motivated enough. Additionally, while the role of
anxiety has received the most attention from SLA researchers, the relationship between trait EI
and motivation continues to be unexplored. It is well-known that L2 motivation research has
advanced, and has greatly advanced the field of SLA; however, there has not been much done on
emotions and their role in L2/L3 motivation. As MacIntyre (2002) argues “emotion just might
be the fundamental basis of motivation, one deserving far greater attention in the language
learning domain” (p. 45). In addition to the need to add more to the current and limited research
on emotions in SLA, additional research is needed to fill the gap on motivation and emotions,
and specifically, how trait emotional intelligence influences possible selves and future language
learning motivation.

Chapter Summary
This chapter has provided an overview of the L2MSS research and a synthesis of the
empirical work that has been carried out up to date. As was noted above, the L2MSS framework is
the most widely used theoretical framework in the SLA field to investigate learner motivation. It has
been validated in numerous contexts, but mainly with EFL participants. With regard to the three
dimensions of the L2MSS, the ideal L2 self has been found to be the best predictor of learner
motivation. Furthermore, a few studies have confirmed that the future self-guides are language
specific (Dörnyei & Chan, 2013; Thompson & Liu, 2017). Finally, several attempts have been made
to expand the L2MSS framework, including the research on complex dynamic
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systems and motivation. One promising approach to expand the L2MSS framework was
undertaken by Thompson and Vásquez (2015), with the introduction of the anti-ought-to L2 self,
which is based on psychological reactance.
This chapter also addressed that with regard to affect, one of the gaps in SLA literature
is finding the relationship between emotion, said to be “the primary human motive” (MacIntyre,
2002, p. 61) and motivation. The role of emotions in language learning has recently started to
gain more attention, but studies have mainly addressed the expression and experience of
emotions by foreign language learners, and only a few have focused on individual differences,
such as anxiety, motivation, and attitudes, and their relationship to learners’ emotions.
Additionally, SLA researchers have argued that the main distinction between unengaged and
engaged learners is in the types of emotions that learners experience while learning languages
(Dörnyei, 1994; Gardner 1985; MacIntyre, 2002).
Only two studies thus far have explored the direct effects of emotional experiences on
language learning motivation (Mendez-Lopez & Aguilar, 2012; Teimouri, 2016). Since the results
of those studies revealed that learners’ emotional experiences and reactions play an important role
in FLL motivation, it is important to continue exploring the interplay between these two individual
differences, and specifically the effect emotions and emotional intelligence have on the possible
selves (the ideal/ought-to/anti-ought-to). MacIntyre and Gregersen (2012) state that “emotion may
be the key to the motivational quality of the imagined future self” (p. 193). They also claim that
“motivational force behind possible future selves stems in large part from anticipatory and
anticipated emotions” (p. 199). Learners are able to facilitate anticipatory/anticipated emotions
while taking into consideration the discrepancy among the present and future selves. Specifically,
learners who are able to appeal to their imagination to
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discern the discrepancy between present and future selves, or feared and ideal selves, will
encounter emotional reactions that can be modified via cognition and serve as a motivator
(MacIntyre & Gregersen, 2012).
As was noted in the literature, the L2 Motivational Self System is based on theory of
possible selves and discrepancy theory. In this aspect, emotions are also important in the study of
learner selves because conflicts and discrepancies that arise between a learner’s self-concept and
the future self-guides can lead to different emotional states. As a result, language learning can be
affected (Dörnyei & Ryan, 2015; Markus & Nurius, 1986). As Markus and Nurius (1986) claim,
“to the extent that individuals can or cannot achieve particular self-conceptions or identities, they
will feel either positively or negatively about themselves” (p. 958). In the case of second and
foreign language learning, L2 self discrepancies can be a source of different negative emotional
states (Higgins, 1987; Papi, 2010). Furthermore, it has been stated that negative emotions can
restrict potential language input (MacIntyre & Gregersen, 2012). Higgins (1987) states that both
the ideal and ought self-guides prompt action, and are thus said to be motivating by being used
to evaluate oneself or to arouse emotions in a person. It is therefore important to understand the
complexity of emotions and the role they play in language learning motivation, and especially
the possible selves of the L2MSS used in the present study (the ideal/ought-to/anti-ought-to).
The current chapter presented the theories of motivation and emotional intelligence,
and the theoretical framework that was applied. The following chapter addresses the
methodology that was applied in the present study. Focus is placed on the research questions,
data collection instruments, and data analyses procedures.
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CHAPTER III
METHODOLOGY

As discussed in previous chapters, individual differences (IDs) are one of the most
important contributors to the success of learning a foreign language. While L2 motivation, the
most researched ID, is an important aspect of language learning, learners’ emotions should not
be ignored when researching L2 motivation because emotions can be powerful and pervasive
and can be considered a fundamental motivator of behavior, and are therefore a key part in the
motivation system (MacIntyre, 2002). The present study specifically examines learners’ trait
emotional intelligence (EI), also called trait emotional self-efficacy, which encompasses
“emotion-related self-perceptions, such as emotion control, emotion expression, empathy, and
adaptability” (Dewaele, Petrides, Furnham, 2008, p. 913). Accordingly, the present study seeks
to investigate the extent to which learners’ language learning motivation is related to their trait
EI.

Research Design
The current study adopts a quantitative approach to fill the gap in research on the relationship
between L2 motivation and emotional intelligence. Specifically, the current study uses a survey
design to measure participants’ trait EI and its relationship to the dimensions of the L2 Motivational
Self System (L2MSS) in an ESL context. This type of research design was chosen because large
amounts of data, which can be collected fairly quickly, allow the researcher
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to understand the general patterns among a large number of participants, making it suitable for an
exploratory study. Additionally, this design is appropriate considering the variables under
investigation. The research on trait EI is purely based on questionnaire data, and the majority of
current research uses the Trait Emotional Intelligence Questionnaire (TEIQue) because of its
validity and reliability, which will be discussed below (Petrides & Furnham, 2001). Historically,
the L2MSS research has been mainly quantitative (Dörnyei & Ryan, 2015), with a recent
emergence of a few qualitative studies (e.g., Henry, 2011, 2013; Kim, 2009b; Thompson &
Vásquez, 2015). Both questionnaires for investigating motivation and trait EI have already been
validated in empirical research. More so, using a quantitative design can provide a rigorous and
precise, quantifiable measurement of the variables in question, and specifically, inferential
statistics can tell the researcher whether or not the results of the study can be generalizable
(Larson-Hall, 2010). As presented in the first chapter, the following research questions are
investigated:
RQ1: To what extent is there a relationship between trait emotional intelligence and the
possible selves?
a. To what extent is there a relationship between global trait EI and the ideal/oughtto/anti-ought-to L2 self?
b. To what extent is there a relationship between four factors of trait EI (emotionality,
sociability, well-being, self-control) and the ideal/ought-to/anti-ought-to L2 self?

RQ2: To what extent can four factors of trait EI (emotionality, sociability, well-being, and selfcontrol) predict the three selves?
a. the ideal L2 self?
b. the ought-to L2 self?
c. the anti-ought-to L2 self?
RQ3: To what extent is there a relationship between the L2 learning experience, the
possible selves, and trait emotional intelligence?
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Research Setting and Participants
Students enroll in an English Language Program (ELP) to help them reach the level
of English proficiency necessary for better opportunities in an academic setting, employment,
or daily life. The current study was conducted at two sites, both of which are ELPs that offer
English courses to adult ESL learners who are studying in the United States. This section of
chapter three will present the research context as well as the participants that took part in the
study.
ELP Context
The participants in this study come from two ELPs: the primary research site consists of
two programs, Academic English (AE) and English for Academic Purposes (EAP), and the
secondary research site consists of only the EAP program. The primary research site is located
at a large public university, whereas the secondary site is located at a community college. Two
different sites were used in order to increase the participant pool.
There are several differences between the two ELPs. The first difference lies in that the
primary ELP site is considered to be intensive in nature and offers a variety of pathways and
English language courses that allow students to progress to different undergraduate and graduate
programs at different universities. On the contrary, the second ELP is not an intensive English
program. The programs also differ in their student population. While the intensive ELP is really
tailored to international students, the ELP at the second research site consists of mainly
immigrant students from the area. While the international students have previously studied
English, the immigrant students might not have had that opportunity in their respective countries.
The two research sites also differ greatly in the number of students who enroll each semester.
The intensive ELP is much bigger and benefits from large student enrollment. English is the
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shared language during communication at the ELPs as students have the opportunity to interact
with others from different countries and language backgrounds. The two research sites are
discussed in greater detail below.
The intensive ELP at the primary research site is a formal immersion context, in which
English is the medium of instruction. The ELP is comprised of two different programs:
Academic English (AE) and English for Academic Purposes (EAP).
The AE program offers non-credit bearing courses to those students who wish to improve
their English proficiency in order to meet the language requirements needed to enroll in a U.S.
university. Classes in this program include a focus on reading/writing, speaking/listening, and
grammar. Courses are all in the realm of content-based instruction, and are held on a semester basis
for 18 hours per week. With regard to content based instruction, students at the ELP learn English
through different content and topics that focus on business, academics, and culture.

In contrast, the EAP program at the primary research site offers credit bearing courses to
international graduate and undergraduate students who need additional English instruction.
International students who do not meet the university’s TOEFL/IELTS and SAT/GRE/GMAT
requirements, as well as the minimum GPA requirements, can enroll in Pathway courses, which
will guarantee admission to the university after completing the courses successfully.
Undergraduate students from the AE program can enter the EAP program when they pass level
four, and graduate students can enter the EAP program after completing level 5. Students in the
EAP program take English courses as well as core courses from their own field, which could
include anything from engineering to education. There are two sections of English courses
(1850 and 1851) in the EAP program and each counts as a 6-credit hour course. Both courses
are offered to graduate and undergraduate students, and 1850 is a prerequisite for 1851.
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The ELP at the secondary research site is different in structure as mentioned previously.
It offers six levels of English instruction for its students. The majority of these students work
part-time or full-time in addition to taking English courses. This differs from the intensive ELP
where students are here under a visa and are not permitted to work. The ELP at the community
college does not offer content-based instruction. While levels 1-4 offer institutional credit, levels
5-6 allow students to receive college elective credit that can be used toward the students’
Associate degree.
Participants
The present study is based on data collected from participants who come from the two
EAP programs discussed above and participants who come from upper-level courses in the AE
program. One hundred and forty-three students participated in the study. Out of those, 51.7%
(74) were male, and 48.3% (69) were female. The participants were between 18-47 years of age
with majority of them falling in the range of 18-26. There are 19 different languages
represented in the data. The majority of the participants spoke Arabic (37.7%). Mandarin was
the second most common language represented, which was spoken by 30% of the participants.
Other major languages represented in the sample include Spanish, Russian, Portuguese,
Vietnamese, Persian, and Urdu.
In the background questionnaire, participants were asked to specify the length of studying
English prior to enrolling in the ELP. The responses ranged from three months to 13 years of
English study prior to enrolling in the programs where the data collection took place. Out of the
143 participants, 93 were undergraduate students and 50 were graduate students. Forty-one
students reported that they had studied more than one foreign language. Participants come from
30 different majors; two of the thirty were undecided regarding their major.
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There was no inclusion criteria with regard to age, gender, or language background. The
only inclusion criterion for the current study was that participants’ minimum level of English
proficiency be upper intermediate to advanced, and the reason for this is that the participants
needed a higher proficiency level in order to understand the items on the questionnaires.
Therefore, only students from the upper-level English courses were recruited for the study.

Data Collection Instruments
The present study is comprised of a variety of instruments designed to measure
participants’ language learning motivation and trait EI. The quantitative data instruments
consisted of three questionnaires measuring motivation-related aspects and trait EI, and one
instrument which collected participants’ basic demographic information. The use of surveys in
SLA research is a common method of quantitative data collection; however, there are both
advantages and disadvantages to this approach. For one, surveys allow for fast and inexpensive
collection of data from a large sample. In addition to allowing the researcher to obtain
demographic data about the participants, the surveys also allow for an exploration of
participants’ attitudes and feelings toward language learning (Dörnyei & Csizer, 2012). The
disadvantages of this approach are related to the accuracy of information and reliability of
responses provided by the sample (Wright, 2005). Despite these disadvantages, the researcher
chose this approach because of the ease with which a large population can be accessed.
Two instruments were used to measure L2 motivation: one measured the possible selves and
the other measured the L2 learning experience. The third instrument is the TEIQue SF that
measured participants’ trait EI. All instruments were piloted. Cronbach’s alpha coefficient, an index
of internal consistency reliability, was determined for each instrument to ensure reliability
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of the survey data, and the survey was administered online via SurveyMonkey. All of the
materials were in English as the participants’ English proficiency level was upper intermediate to
advanced. Each instrument used in the present study is described in the following subsections
that also include the rationale and procedure for each instrument. Copies of the instruments can
be found in the appendices.
Background questionnaire (BQ)
The background questionnaire (Appendix B) collected qualitative data about the
participants’ basic demographic information. The participants were asked to provide details
relevant to their gender, age, country of origin, major, nationality, among others, as well as
information about their current student status. Additionally, questions focused on students’
past language learning experience. Descriptive statistics are provided in the following chapter.
Possible Selves Questionnaire (PSQ)
The current study investigates participants’ language learning motivation utilizing the
concept of L2 Motivational Self System (Dörnyei, 2005). The instrument for this study adopts
the tripartite framework (Dörnyei, 2005) and adds another dimension to it: the anti-ought-to L2
self (Thompson & Vásquez, 2015; Thompson & Liu, 2017). The decision to use existing
questionnaire items was based on the extensive scrutiny and piloting that each instrument has
undergone as well as the high validity and reliability of each instrument. The PSQ focuses on the
possible selves items. The participant version can be found in Appendix C, and the researcher
version can be found in Appendix H.
With regard to the reliability, the selected constructs have been previously validated
and show acceptable reliability at 0.70 or above (Larson-Hall, 2010). The reliability measures
conducted in previous studies on the ideal/ought to L2 self questions have shown it to be
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relatively high. Kormos and Csizer (2008) reported the Cronbach’s alpha for university students
on the ideal L2 self as 0.75, and Dörnyei and Chan (2013) found the Cronbach’s alpha to be 0.78
for the ideal English self. Taguchi, Magid, and Papi (2009) also conducted the reliability analysis
with Japanese, Chinese, and Iranian learners of English, and they found the Cronbach’s alpha for
the ideal L2 self to be 0.89, 0.83, and 0.79, respectively. Furthermore, with regard to the ought-to
L2 self, Dörnyei and Chan (2013) found the Cronbach’s alpha to be 0.77. Moreover, Cronbach’s
alpha with Chinese learners was 0.78, Japanese 0.76, and Iranian 0.75 (Taguchi, Magid, & Papi,
2009). The notion of the anti-ought-to L2 self is relatively new, and therefore not many studies
have been carried out using this set of questions. With regard to reliability measures, Thompson
and Liu (2017) conducted an exploratory factor analysis using eleven anti-ought-to L2 self
questions and found the Cronbach’s alpha to be 0.796. See table 2 below for a sample item from
the questionnaire. The PSQ included a total of 30 items, measured on a Likert-scale of 1 to 6 (i.e.
1=strongly disagree, 2=disagree, 3=slightly disagree, 4= slightly agree, 5= agree, 6= strongly
agree). Ten questions measured the ideal L2 self, ten measured the ought-to L2 self, and ten
focused on anti-ought-to self. The original anti-ought-to L2 self questionnaire has 11 items;
however, one item was removed because the previous research showed that this item (“I would
like to reach a high proficiency in the language that I am studying, despite others telling me that
it will be difficult or impossible”) often did not load onto the anti-ought-to factor when
exploratory factor analysis was conducted. Furthermore, the researcher aimed to have the same
number of items for each of the possible selves. It is important to note that the items were revised
to focus on the English language specifically. For example, in the following original item “I am
studying this language because it is a challenge” the researcher changed the wording of “this
language” to “English” to fit the study’s population.
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Table 2. Sample Item from the Possible Selves Questionnaire
________________________________________________________________________

1

2

Strongly disagree

3

4

5

< --------------------------------------------------

6
> Strongly agree

________________________________________________________________________
1. I can imagine myself speaking English as if I were a

1

2

3

4

5

6

native speaker of English

L2 Learning Experience Questionnaire (L2LE)
In addition to the PSQ, which focused on the three psychological aspects of self, the researcher also administered a separate set of questions, which focused on in-class and out-of class
L2 learning experience. The L2LE questionnaire contained ten items measured on a 6-point
Likert like scale. Five items addressed in-class learning experience, and five items focused on
general, out of class learning experience. The L2LE items (Appendix D) in this section were
adapted from Papi (2010) and Lamb (2012). Below is a sample item from that section.

Table 3. Sample Item from the L2 Learning Experience Questionnaire
________________________________________________________________________

1

2

3

4

5

6

Strongly disagree < ------------------------------------------------------- -------------

> Strongly agree

________________________________________________________________________
1. I like the atmosphere of my English classes

1

2

3

4

5

6

The questions were modified for the current study in several ways. Since Lamb’s (2012) study
used junior high school participants, the questions were more tailored to that population.
However, this the current study uses adult university participants, and therefore, some questions
were reworded. For example, question 5 originally focused on English lessons at school. This
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question was reworded to focus on English classes. Additionally, two words were changed
or removed in questions three and eight. In question 3, the adverb quickly replaced the
adverb faster, and in question 8, the adverb really was removed from the question.
Trait Emotional Intelligence Questionnaire Short Form (TEIQue SF)
The second instrument that was utilized is the TEIQue SF (Petrides & Furnham, 2001, 2006a).
TEIQue SF measures self-perceived abilities and behavioral dispositions. This instrument is
highly valid and reliable, and has been repeatedly used and validated in research (e.g.,
Abdolrezapour & Tavakoli, 2012; Cooper & Petrides, 2010; Siegling, Furnham, & Petrides,
2014). The questionnaire consists of self-reports inventory, which covers the sampling domain of
trait EI, and measures 15 facets, four factors, and the global or overall trait EI (see Appendix E
for TEIQue Short Form participant version). The four factors of broader relevance include wellbeing, self-control, emotionality, and sociability. The instrument was designed to measure how
well people are aware of their own emotional states as well as the emotional states of others, and
how well are they capable of regulating those emotions (Petrides, 2001). According to Petrides
(2001) global trait EI informs the researcher about the general emotional functioning of how
emotionally developed a person is. The possible score on global trait EI ranges from 30 to 210. A
total score of more than 150 indicates a well-developed trait EI, and a total score of 120 to 150
indicates a moderately developed trait EI. A total score of less than 120 indicates an
underdeveloped trait EI (Petrides & Furnham, 2001).
Many studies have been carried out using the TEIQue SF and the reliability measure
reported were high. Abdolrezapour and Tavakoli (2012) reported the reliability at 0.82. Other
researchers have found similar results for all 30 items on the short form to be 0.88 (Zampetaskis,
2011). The reason for the selection of the short form is that it has only 30 questions, compared to
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the 153 that make up the full form. The short form questionnaire is based on the full form
TEIQue and is also measured on a 7-point Likert scale. Two questions from each of the 15
subscales from the full form were selected by the creators of TEIQue for inclusion into the
TEIQue SF. However, for the purposes of this study, the Likert scale was changed to 6 points to
match the L2 motivation questionnaires. Therefore, the TEIQue SF was reduced from a 7-point
to a 6-point Likert scale. When making questionnaires, it is better to include an even number of
possible answers (e.g., 6) so the participant is not given the option of choosing the number in the
middle, as would be the case if the Likert scale provided seven possible options (Dörnyei &
Taguchi, 2010) Therefore, instead of adding an additional answer option to the motivation
questionnaire, it was decided that one answer be deducted from the TEIQue SF. The researcher’s
version of TEIQue SF can be found in Appendix I. Prior to administering the TEIQue SF,
Cronbach’s alpha coefficient was determined with the data from the piloting phase in order to
ensure reliability of the questionnaire data. See the table below for a sample item from the
questionnaire.

Table 4. Sample Item from the TEIQue SF
__________________________________________________________________

1
2
3
4
5
6
Disagree completely < ------------------------------------------------ --------> Agree completely
___________________________________________________________________
1. Generally, I don’t take notice of other people’s
emotions
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1 2 3 4 5 6

Piloting the Survey Instruments
The purpose of the pilot study was to test and validate the instruments. According to
Baker (1994) “a pilot study is often used to pre-test or try out a research instrument” (p. 182183). The pilot study was conducted in order to increase success with the main study and to
identify any issues related to clarity of instructions, comprehensibility of items, scoring of the
answers, and the relevance to each respective construct. Five participants from the primary
research site took part in the piloting phase. While some suggest that having between 10 and 30
participants is sufficient in a survey pilot study (Hill, 1998; Isaac & Michael; 1995), others
suggest that having anywhere from 10% to 20% of sample size of the actual study is sufficient
(Baker, 1994). It is important to mention that although having sufficient number of participants
does not guarantee the success of the main study, it increases its likelihood. Care was taken to
ensure that the participants were representative of the sample that was used in the main study.
The piloting data collection phase lasted for three weeks in December of 2015. At the time of the
piloting phase, the online questionnaire was divided into four sections: background, motivation,
trait emotional intelligence (TEIQue SF), and perceived positive language interaction
questionnaire (PPLIQ). Following the proposal defense for the current study, the researcher
decided not to focus on the PPLI construct, and therefore, that section was removed from the
final survey. After completing each of the four sections of the questionnaire, participants were
asked to provide feedback on that section. The answer to the feedback question was required,
and participants had to complete it prior to moving on to the next section. The following prompt
was provided at the end of each of the four sections:

Please provide feedback to this section of the questionnaire. This will help the researcher
know how to improve the questionnaire. Consider the following questions:
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1. Did you understand all the questions in this section?
2. If you had trouble, what was difficult for you? List the questions you did not understand.
3. Why were these questions difficult?
4. What can be done to make the questions better?
5. How long did it take you to complete this section?
Reliability analysis, specifically Cronbach’s alpha, was not calculated because the sample size
was too small. Since the number of participants was fewer than the number of the items on
the questionnaire, the results of any reliability analyses with such a small sample size would
be biased and not useful. Instead, the researcher carried out descriptive statistics using the
SPSS software. The results can be found in Appendix F.
After reviewing the questionnaire results and the feedback provided, the L2 motivation
section and TEIQue SF did not require any changes as participants indicated that they had no
trouble in answering these questions. However, it was indicated that questions 22-25 on the
background questionnaire were difficult to understand due to the complexity of language used.
Therefore, the researcher revised those items and attempted to use simpler language (see
Appendix G).

Data Collection Procedures
The present study was reviewed and approved by the Institutional Review Board (IRB)
at the university the researcher is attending, and permission for data collection from the ELP
directors at both research sites was obtained prior to data collection. The data collection
procedure lasted for two academic semesters (summer and fall) starting in the middle of May
2016 and ending in October 2016. Because the summer semester had low enrollment, the
recruitment of participants had to be extended for another academic semester. During the
summer semester, only students from the primary research site were recruited. An amendment
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was added to the original IRB approval in the fall semester to recruit participants from the
second research site. To recruit participants for this study, the researcher made appearances in
several EAP courses at the primary research site to verbally inform students of the study and how
they can participate. The researcher also created a paper advertisement that was distributed in
both research sites by the respective program managers. The researcher did not make class visits
at the second research site due to time constraints. Instead, the EAP program manager was
contacted and informed about the study via email. The email contained a short description about
the study and the link to the online survey. The program manager then forwarded the email to all
upper-level instructors to share with their students who were interested in participating.
Participants were solely recruited on a voluntary basis.
All questionnaires were administered via SurveyMonkey, an online survey development
website. Using the online survey tool was chosen because it was a practical way to design and
distribute the survey to the participants. This online tool allows for an easy export of data into
various statistical analysis software. The researcher purchased a subscription to the
SurveyMonkey site and created the questionnaires to each section mentioned above. Following
that, a link was created. The estimated time to complete the questionnaires was approximately
10-15 minutes. This time was obtained from a volunteer ESL student of similar English
proficiency who timed himself while completing the online survey.

Table 5. Timeline for Data Collection
Academic
Semester
Summer 2016

Number of Weeks
10

Total participant recruitment
for questionnaires
80

Fall 2016

8

63

Total

18

143
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Data Analysis Procedures
The data for the current study were analyzed in a quantitative survey-based design using
several statistical analyses. Exploratory factor analysis (EFA), correlation analyses, and standard
multiple regression analysis were carried out as part of quantitative data analyses. The data from
the questionnaires were quantitatively analyzed using the Statistical Package for Social Sciences
(SPSS) version 22.
Prior to conducting any statistical analyses necessary to answer each research question,
the researcher carried out an EFA with the items from the PSQ, which consisted of a total of 30
items focusing on the possible selves. Although this procedure does not answer any one research
question, it was carried out to create subgroups and to identify factors for further comparison of
subgroups in the data. The EFA was chosen because there are no specific assumptions about the
number and the nature of the latent variables (Larson-Hall, 2010). Thus, using EFA, empirical
data can be explored so as to discover characteristic features and to examine interrelationships
among the factors without imposing a model on the data. The questions from the TEIQue SF
were not subjected to an EFA. Conducting the EFA allows for a better understanding of the
relationship between the items on the motivation questionnaire, as well as to reduce the number
of variables so further analyses can be conducted (Field, 2013). The emerging EFA factors were
used as the dependent variables in the present study. Table 6 shows the relationship between the
research questions, analyses procedures, and data sources.
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Table 6. Relationship between Research Questions, Analysis Procedures, and Data Sources
Research Questions
RQ1a: To what extent is there a
relationship between global trait EI and
the ideal/ought-to/anti-ought-to L2 self?
RQ1b: To what extent is there a
relationship between the four factors of
trait EI (emotionality, sociability, wellbeing, self-control) and the ideal/oughtto/anti-ought-to L2 self?

Analysis Procedures

Data Sources

Correlations

PSQ
TEIQue SF

Correlations

PSQ
TEIQue SF

Standard multiple regression analysis
RQ2a: To what extent can four factors of
with four predictor/explanatory PSQ
trait EI (emotionality, sociability, wellvariables (emotionality, sociability, TEIQue SF
being, and self-control) predict the ideal
well-being, and self-control)
L2 self?
Standard multiple regression analysis
RQ2b: To what extent can four factors of
with four predictor/explanatory PSQ
TEI (emotionality, sociability, well-being,
variables (emotionality, sociability, TEIQue SF
and self-control) predict the ought-to L2
well-being, and self-control)
self?
Standard multiple regression analysis
RQ2c: To what extent can four factors of
with four predictor/explanatory PSQ
TEI (emotionality, sociability, well-being,
variables (emotionality, sociability, TEIQue SF
and self-control) predict the anti-ought-to
well-being, and self-control)
L2 self?
RQ3: To what extent is there a
relationship between the L2 learning
experience, possible selves, and trait
emotional intelligence?

Correlations

PSQ
L2LE questionnaire
TEIQue SF

Validity and Reliability
Validity of a study is defined as the extent to which “results genuinely test the claims of
the study” (Flynn & Foley, 2009, p. 32). As such, there is the internal validity which refers to
“factors internal to a study that may affect whether the data collection procedures are truly
measuring what the study claims they measure,” and external validity, which refers to
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“generalizability” (Flynn & Foley, 2009, p. 32). On the other hand, reliability is related to the
true reflection of the targeted knowledge or content. Thus, it is “connected to consistency in
data collection procedures and in scoring data” (Flynn & Foley, 2009, p. 31).
Accordingly, to determine reliability of the established questionnaires, Cronbach’s alpha
coefficient was determined using the SPSS software. As mentioned previously, the established
instruments have undergone a series of rigorous internal reliability measures and have been found
quite reliable in measuring each respective construct (Dörnyei & Chan, 2013; Thompson

& Liu, 2017). Furthermore, the questions related to the different selves and the trait EI have all
been translated into different languages, and have been used in different educational settings,
which adds to the breadth of their application. More so, as Dörnyei (2007) states, the
quantitative approach is “systematic, rigorous, focused, and tightly controlled, involving precise
measurement and producing reliable and replicable data that is generalizable to other contexts”;
however, he also states that a limitation to this approach is that the methods used “average out
responses across the whole observed group of participants, and by working with concepts of
averages it is impossible to do justice to the subjective variety of an individual life” (p. 34-35).
Since quantitative methods cannot explore the reasons for patterns or the dynamics that underlie
the phenomenon, qualitative methods are used to offset that limitation. However, the present
study does not include a qualitative approach, and that can therefore be a limitation.

The Researcher’s Role
The researcher’s role in the present study is of both the insider and outsider. At the time
of data collection, the researcher was employed as an instructor at the primary research site in the
Academic English program where she had been working since fall of 2013. Therefore, the
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researcher has insider perspective with regard to the dynamics of the pedagogical aspects at the
ELP program and the student population as well as some general characteristics. More so,
although the researcher has a general idea of learners’ motivation at that level, she had no such
insights into the motivation of future students, as well as their emotions or emotional well-being.
Additionally, English is the researcher’s second language, and therefore, she is familiar
with the challenges of learning English as well as teaching it to second language learners. The
researcher’s English learning experience occurred at a young age, and therefore she has no
insights into the challenges these adult students face at the university and college level.

Both the insider and outsider roles contributed to making a reliable and valid
interpretation regarding the constructs in this study. As such, the outsider research role allowed
for an objective view and interpretation of the phenomena, and the insider role, including
experience with learning multiple languages, allowed her to bring detailed insight into the
learners’ current language status and language learning experience. Lastly, the researcher’s
previous experience of teaching at both the primary and secondary research site brought light to
the pedagogical implications of the study.
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CHAPTER IV
RESULTS

This chapter presents the results of the data analyses conducted in order to examine the
three research questions that guide the present study. The results of the data were analyzed to
examine the relationship between the participants’ L2 Motivational Self System, including their
ideal L2 self, ought-to L2 self, anti-ought-to L2 self, and the L2 learning experience and, their
trait emotional intelligence (EI), which includes four broader factors: sociability, emotionality,
well-being, and self-control. Prior to providing results to the research questions, demographic
characteristics of the participants will be discussed. Then a short discussion of the exploratory
factors analysis (EFA) results will be provided, followed by the results of each research
question. Finally, the chapter will conclude with a summary of the findings.

Demographic Information
A total of 143 participants took part in the study, and each participant individually filled out
a questionnaire that consisted of four sections: background questionnaire, possible selves
questionnaire (PSQ), L2 learning experience (L2LE) questionnaire, and the trait emotional
intelligence questionnaire (TEIQue SF). Demographic information about the participants was
obtained from the background questionnaire. Table 7 displays demographic information relevant to
participants’ country of origin, age, and gender. As the table shows, students from China (23.07%)
and Saudi Arabia (23.77%) are almost equally represented in the participant pool.
91

Saudi Arabia and China are followed by Cuba (6.29%) and Taiwan (4.89%). More than half
(72.02%) of the participants are between ages 18-24, followed by 20.97% between ages 25-29.
Finally, 51.7% of the participants were male and 48.3% were female.
Table 7. Descriptive Demographics
Category
Country of origin

N

Saudi Arabia
China
1
Other
Cuba
Taiwan
Oman
Qatar
Russia
Brazil
Pakistan
Yemen
Colombia
India
Malaysia
Myanmar
Bosnia
Thailand
Vietnam

34
33
23
9
7
5
5
4
3
3
3
2
2
2
2
2
2
2

Percent
(%)
23.77%
23.07%
16.08%
6.29%
4.89%
3.49%
3.49%
2.79%
2.09%
2.09%
2.09%
1.39%
1.39%
1.39%
1.39%
1.39%
1.39%
1.39%

103
30
6
1
3

72.02%
20.97%
4.19%
.69%
2.09%

74
69

51.7%
48.3%

Age range
18-24
25-29
30-34
35-39
40-47
Gender
Male
Female
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1

One participant from each of these countries completed the survey: Angola, Bahrain, Bangladesh, Ecuador, Egypt,
Georgia, Germany, Indonesia, Iran Jordan, Kazakhstan, Kenya Kuwait, Libya, Nigeria, Palestine, Peru, Puerto Rico,
South Korea, Tanzania, Turkey, United Arab Emirates, Venezuela

Exploratory Factor Analysis
The statistical tests used to analyze the questionnaire data from the TEIQue SF, PSQ, and
the L2LE questionnaire include EFA, correlations, and regression analyses. In order to examine
each research question, the first step of data analyses was to conduct an EFA on the
psychological selves data from the PSQ. Exploratory factor analysis is a multivariate statistical
analysis, and it can serve serval purposes. For one, it can be used to uncover the underlying
structure of a set of measures and to find the fewest number of variables that account for the
largest variance in data (Skehan, 2014). Secondly, it is used to reduce data consisting of several
variables to a more manageable size (Field, 2013). This type of analysis is considered
appropriate for this study because the questionnaire items are based on interval data measuring
continuous variables (Larson-Hall, 2010). The procedure and results of the EFA are discussed
below.
The EFA was performed because the researcher intended to test the L2 motivation theory,
and specifically the possible selves as the additional dimension, the anti-ought-to L2 self, was
added to the constructs. Specifically, all items from the PSQ, including the ideal L2 self, the
ought-to L2 self, and the anti-ought-to L2 self items, were analyzed using the EFA. A total of 30
items were subjected to an EFA. Since this is not the first study to conduct the EFA on the
possible selves items, some assumptions were made. More specifically, the researcher assumed
that the items from the PSQ would results in three different factors identifying the three different
selves. The EFA was conducted using the maximum likelihood factor extraction method and
direct oblimin rotation method with a total of 143 participants in order to determine the number
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of reliable factors in the motivation questionnaire and the characteristics of these factors, as well
as the amount of variance accounted by each factor. Maximum likelihood method is appropriate
because it increases maximum likelihood of getting the observed data, and it makes possible the
generalization of variables from the small sample size to the entire population (Field, 2013).
With regard to the rotation method, the direct oblimin technique is an oblique rotation technique,
recommended in SLA research, which assumes the factors might correlate (Fabrigar & Weneger,
2012; Loewen & Gonulal, 2015).
Upon conducting this analysis, the emerging factors were used as the dependent variables in
examining the research questions. The first step of the analysis was to determine if the study’s
sample size was adequate to conduct the EFA. To do this, the researcher used the Kaiser-MeyerOlkin Measure (KMO) of Sampling Adequacy measure that must illustrate that the sample size was
adequate. The KMO measure for the sample size in the present study was a value of .811, which is
considered large (Field, 2013), showing that the study’s sample size of 143 was adequate to carry out
the EFA. Additionally, the researcher also checked the Bartlett’s Test of Spherisicity to test the
correlations among the variables. The test showed a significant result at p<.001 indicating
correlation among the variables and their appropriateness for the EFA. After determining the KMO
and adequate sample size to conduct the EFA, the researcher then took several steps in order to
determine the emerging factors. Kaiser’s criterion was used to determine how many factors to retain;
factors with eigenvalues greater than 1 were retained. Furthermore, the absolute value for each factor
loading was set to .3, allowing the researcher to identify the variables that maximally contributed to
each factor. Thus, only items loading at .3 or higher were included in the final solution. In the
attempt to find a solution for the data, the Maximum
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Iterations for Convergence was set to 25. Visual analysis of the scree plot confirmed the three
factor model (see Figure 8).

Figure 8. Scree Plot for the Exploratory Factor Analysis
The above steps were taken in order to carry out the EFA, which resulted in a three-factor
model. After running the EFA initially, the pattern matrix in SPSS showed that the results were
not interpretable due to twelve items loading on to multiple factors or failing to load on to any
one factor. Therefore, twelve items were removed based on the pattern matrix provided by the
SPSS and the visual analysis of the scree plot to further strengthen the results of the EFA. Eleven
of the twelve items that had both positive and negative loadings crossloaded to more than one
factor. One item (#29: It will have a negative impact on my life if I don't learn English) did not
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load on to any one factor. Once the items were removed, the researcher reran the EFA using the
same factor-analytic methods described above. The results of the second step showed that only
two items crossloaded to different factors. Thus, those two items were also removed (#4: I
study English because close friends of mine think it is important; #17: I can imagine speaking
English as if I were a native speaker of English). The removed items had low factor loading
scores, and Loewen and Gonulal (2015) suggest that those items with low loading scores can be
excluded because they do not show strong associations with other variables. A total of 14 items
were removed before the final three-factor model emerged. Table 8 shows the items that were
removed in each round of the EFA. The results of the three-factor model, which is based on the
remaining 16 items from the psychological selves section of the questionnaire, are described in
detail below. The final three emerging factors all had eigenvalues greater than 1. Table 9
provides the eigenvalues and the percentage of the variance explained by each of the three
factors.

Table 8. Removed Items from the Possible Selves Questionnaire
Possible Self
Ideal L2 self

Item
#8
#26
#30

Removed in round 1
Whenever I think of my future
career, I imagine myself using
English.
The things I want to do in the
future require me to use English
I imagine myself as someone who
is able to speak English.

#17

Possible Self

Item

Removed in round 2

I can imagine speaking
English as if I were a native
speaker of English.
Removed in round 1
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Removed in round 2

Table 8. (Continued)
Possible Self

Item

Removed in round 1

Removed in round 2

Ought-to L2
Self
#14
#25

#29

Studying English is important to
me in order to gain the approval
of my peers/teachers/family/boss.
Studying English is important to
me because other people will
respect me more if I have a
knowledge of English.
It will have a negative impact on
my life if I don't learn English.

#4

I study English because
close friends of mine think it
is important.

Anti-ought-to
L2 Self
#1
#3
#6

#9
#24
#27

I am studying English because it
is a challenge.
I want to prove others wrong by
becoming good at English.
I chose to learn English despite
others encouraging me to study
something different (another
language or a different subject
entirely).
I enjoy a challenge with regards
to English learning.
I want to study English, despite
other(s) telling me to give up or to
do something else with my time.
I am studying English because I
want to stand out amongst my
peers and/or colleagues.
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Table 9. EFA- Eigenvalues and Variance Explained by the 3 Factors
Factor

Eigenvalue

% of Variance Cumulative % of
Variance

1) Ideal L2 Self

4.537

28.353

28.353

2) Ought-to L2 Self

3.441

21.504

49.857

3) Anti-ought-to L2 Self

1.432

8.953

58.810

In order to determine the internal reliability of the three emerging factors, the researcher
conducted an internal reliability measure on the three factors as well as the set of items belonging
to each factor. Descriptive statistics for the three factors can be seen in Table 10. The results of
the internal consistency estimate of reliability .813 for the 16 items used in the EFA was found to
be adequate. The results of the internal consistency estimate of reliability on the items in each of
the three factors were also found to be adequate. Cronbach’s alpha ranged from a=.734 to .906
(see Table 11) and correlations between the three factors range from .023 to .444 (see Table 12).
Cronbach’s alpha for Factor 1 was .906, and this factor consisted of 6 items. Five items each
loaded onto Factor 2 and Factor 3. Cronbach’s alpha for Factor 2 and Factor 3 was .769, and
.734, respectively. The three factors that emerged are shown in table 13, and each of them will
be discussed below in comparison to the underlying constructs.

Table 10. Descriptive Statistics of the Three-factor Scores
N of
items

M

SD

F1:Ideal Self

6

4.9988

.98373

F2: Ought-to Self

5

3.5664

1.14473

F3: Anti-ought-to Self

5

3.6629

1.03609
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Table 11. Reliability for Three Factors
Factor

N of items

Cronbach α

1: Ideal Self

6

.906

2: Ought-to Self

5

.769

3: Anti-ought-to Self

5

.734

Table 12. Factor Correlation Matrix
Factor

1

2

3

1: Ideal Self

1.000

.023

.206*

1.000

.444**

2: Ought-to Self
3: Anti-ought-to Self

1.000

**significant at the .01 level
*significant at the .05 level
As mentioned above, the EFA shows three underlying factors in the participants’ possible
selves. Altogether, the three factors accounted for 58.810 % of the shared variance. Factor one is
comprised of six items that loaded on to the factor significantly. All six items were associated with
the ideal L2 self. Factors 2 and 3 both had five items each load on significantly. The five items in
Factor 2 were all associated with the ought-to L2 self. Out of the five items that loaded onto Factor 3,
only one item did not belong to the anti-ought-to L2 self section of the motivation questionnaire. The
item that loaded among the five for the anti-ought-to L2 self belongs to the ought-to L2 self construct
(#22 “Studying English is important to me because an educated person is supposed to be able to
speak English”). The remaining four items all belong to the construct of anti-ought-to L2 self. Factor
1 accounted for the biggest variance explaining 28.353 %. Factor 2 explained 21.504 % of the
variance, and Factor 3 accounted for 8.953 % of the variance.
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Table 13. Pattern Matrix for the Factor Loadings for L2 Motivation
______________________________________________________________________________

Factor
______________________________
1
2
3
h2
Factor 1: Ideal L2 Self
2. I can imagine myself living abroad and having
a discussion in English.
5. I can imagine myself studying in a university
where all my courses are taught in English.
11. I can imagine a situation where I am speaking
English with foreigners.
13. I can imagine myself speaking English with
international colleagues.
15. I can imagine myself living abroad and using
English effectively for communicating with
the locals.
23. I can imagine myself writing English
emails/letters fluently.
Factor 2: Ought-to L2 Self
7. Learning English is necessary because people
surrounding me expect me to do so.
10. I consider learning English important because the
people I respect think that I should do it.
12. If I fail to learn English, I'll be letting other people
down.
16. I have to study English, because if I do not study
English, I think my parents will be disappointed
with me
18. My parents believe that I must study English to
be an educated person.

.698

.513

.646

.407

.916

.808

.887

.774

.817

.680

.738

.652

.718

.484

.749

.610

.554

.301

.601

.433

.465

.271

Factor 3: Anti-ought-to L2 Self
19. I am studying English because it is something
different or unique.
20. I am studying English even though most of my
friends and family members don’t value foreign
language learning.
21. I want to speak English because it is not something
that most people can do.
100

.496

.385

.714

.482

.732

.577

Table 13 (Continued)

Factor 3: Anti-ought-to L2 Self
22. Studying English is important to me because an
educated person is supposed to be able to speak English.
28. In my English classes, I prefer material that is difficult,
even though it will require more effort on my part, as
opposed to easier material.

Factor
______________________________
1
2
3
h2
.427

.374

.400

.175

After conducting the first step of the analyses for the current study, the three research
questions listed below are examined, along with the analyses and results for each question. Each
of the emerging three factors are used as dependent variables in the analyses that follow.
Research questions one and two examine the relationship between the possible selves and trait
emotional intelligence, and research question three examines the participants’ L2 learning
experience and its relationship to the possible selves and trait EI. The research questions are
reiterated once again in the table below. The results are presented in the order of each research
question, and the tables of scores as well as the relevant charts are provided corresponding to
each question.

Table 14. Summary of the Research Questions
Main Research Question

RQ 1 To what extent is there a
relationship between trait emotional
intelligence and the possible selves?

Subquestions
1a: To what extent is there a relationship between
global trait EI and the ideal/ought-to/anti-ought-to L2
selves?
1b: To what extent is there a relationship between the
four factors of trait EI (emotionality, sociability, wellbeing, self-control) and the ideal/ought-to/anti-oughtto L2 selves?
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Table 14 (Continued)
Main Research Question

Subquestions
2a: To what extent can four factors of trait EI
(emotionality, sociability, well-being, and self-control)
predict the ideal L2 self?

RQ 2 To what extent can four factors
of trait EI predict the three selves?

2b: To what extent can four factors of trait EI
(emotionality, sociability, well-being, and self-control)
predict the ought-to L2 self?
2c: To what extent can four factors of trait EI
(emotionality, sociability, well-being, and self-control)
predict the anti-ought-to L2 self?

RQ3: To what extent is there a relationship between the L2 learning experience, possible
selves, and trait emotional intelligence?
Research question 1: To what extent is there a relationship between trait emotional
intelligence and the possible selves?
a. To what extent is there a relationship between global trait emotional intelligence and
the three selves: ideal/ought-to/anti-ought-to L2 self?
b. To what extent is there a relationship between the four factors of trait emotional
intelligence (emotionality, sociability, well-being, self-control) and the three selves:
ideal/ought-to/anti-ought-to L2 self?
Research question one focuses on investigating to what extent there is a relationship between
trait emotional intelligence and the possible selves. The two subquestions that were examined are

provided above. After examining the relationship between the two variables and the L2 learning
experience, naturally it is important to closer examine the relationship between trait EI and
possible selves as both were shown to have significant correlations with the L2 learning
experience. A learner’s level of sociability, emotionality, well-being, and self-control are all
integral aspects of their personality that could aid learners in succeeding in their learning
outcomes. Particularly, figuring out which factors are closely related to which types of
motivators is important because ultimately we would like to learn how well such factors can
predict possible selves and the L2 motivation.
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The two subquestions in RQ1 were also analyzed using Pearson correlation analysis, and
the results for both subquestions are provided below. The correlation tables present the
correlations, and the items with two asterisks (**) indicate that there is a significant correlation at
the p < .01 level. Variables with one asterisks (*) indicate that there is a significant correlation at
p < .05 level. Following Cohen’s (1988) rule of thumb for interpreting the strength of the
relationship between the variables, the following are adapted for the correlation coefficient: .10
represents a weak or small correlation; .30 represents a moderate correlation; and a correlation
coefficient of .50 or higher represents a strong or large correlation. Additionally, the effect size
2

(R ), which indicates how much of the variance in one variable is explained by the other variable,
2

2

2

will also be discussed. Cohen (1992) define R as R =.01 is a small effect, R =.09 is a medium
2

effect, R = .25 is a large effect. Overall, the effect size indicates the importance of the
relationship. The analyses that were carried out did not look at causal relationships. Therefore,
we cannot conclude that a learner’s trait EI could affect language learning motivation, or vice
versa.

RQ1a: To what extent is there a relationship between global trait EI and the ideal/ought-to/antiought-to L2 self?
Research question 1a focused on examining the relationship between the possible selves and the
global trait EI. As can be seen from the below table, only two correlations were significant at p <
.01. The scores for the ideal L2 self and the global trait EI were positively and significantly
correlated with each other. The results of the Pearson correlation analysis show a moderate
positive relationship between global trait emotional intelligence and the ideal L2 self; r=.327,
2

p<.001, R = 0.106 indicating a medium effect size (Larson-Hall, 2010). This results indicated
that those participants who had a stronger ideal L2 self also had a high or a more developed
103

global trait EI. The second significant correlation was between the ought-to L2 self and global
trait EI, showing a moderate negative relationship between the two variables; r=.-.381, p<.001,
2

R = 0.145, which also indicates a medium effect size. This result indicates that those who had a
strong ought-to L2 self had a lower global trait EI. Lastly, the results for the anti-ought-to L2 self
were not significant with the global trait EI at p < .05. There was a weak negative relationship
2

between global trait EI and the anti-ought-to self; r=.-.129, p=.126, R = 0.017 indicating a small
effect size.

Table 15. Correlation between the Three Selves and Global Trait Emotional Intelligence
Variables

Global Trait
EI

Ideal L2 Self

Ought-to L2
Self

Anti-ought-to L2 Self

Global Trait EI

1

.327**

-.381**

-.129

1

.036

.187*

1

.452**

Ideal L2 Self
Ought-to L2
Self
Anti-ought-to
L2 Self

1

**. Correlation is significant at the p < .01 level (2-tailed)
*. Correlation is significant at the p < .05 level (2-tailed)

RQ1b: To what extent is there a relationship between the four factors of trait EI (emotionality,
sociability, well-being, self-control) and the ideal/ought-to/anti-ought-to L2 self?

The second part of research question one focuses on the relationship between the
four broader factors of trait EI and the three possible selves. The table below illustrates these
relationships and their respective correlation coefficient. The items with two asterisks (**)
indicate that there is a significant correlation at the p < .01 level, and the items without an
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asterisk do not indicate a significant relationship. Results are presented in three different sections
corresponding with each of the three selves and their respective relationship with the four factors
of global trait EI.

Table 16. Correlation between the Possible Selves and the Four Factors of Trait EI
Variables
Ideal L2 Self
Ought-to L2
Self
Anti-ought-to
L2 Self

Ideal
L2
Self
1

Oughtto L2
Self
.036

Antiought-to
L2 Self
.187*

Emotionality Sociability WellBeing

SelfControl

.250**

.385**

.282**

.128

1

.452**

-.355*

-.304**

-.306**

-.084

1

-.238**

-.109

-.098

.048

1

.570**

.608**

.316**

1

.552**

.324**

1

.483**

Emotionality
Sociability
Well-Being

Self-Control
**. Correlation is significant at the p < .01 level (2-tailed)

1

*. Correlation is significant at the p < .05 level (2-tailed)

Results for the ideal L2 self
The results of the Pearson correlation analysis show three significant correlations with the
ideal L2 self: emotionality, sociability, and well-being. All four factors of global trait EI
positively correlated with the ideal L2 self.
There was a weak positive relationship between ideal L2 self and emotionality; r=.250,
2

p=.003, R = 0.063 indicating a small effect size. There was a moderate positive relationship
2

between ideal L2 self and sociability; r=.385, p<.001 R = 0.148 indicating a medium effect size
(Larson-Hall, 2010). The results show a weak positive relationship between ideal L2 self and
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2

well-being; r=.282, p=.001, R = 0.079 indicating a small effect size. The results were not
significant between the ideal L2 self and self-control and showed a weak positive
2

relationship r=.128, p=.129, R = 0.016 indicating a small effect size. The strongest
association is found between the ideal L2 self and the sociability factor.
Results for the ought-to L2 self:
The results of the Pearson correlation analysis show that all of the associations are
significant with the ought-to L2 self except for self-control, which is consistent with the results
for the ideal L2 self. While these are the same three factors that positively and significantly
correlated with the ideal L2 self, the correlations with the ought-to L2 self were negative and
significant. The results show that the ought-to L2 self is negatively correlated with all factors of
trait EI. There was a moderate negative relationship between ought-to L2 self and emotionality;
2

r=.-.355, p<.001, R = 0.126 indicating a medium effect size; between ought-to L2 self and well2

being ; r=.-305, p<.001, R = 0.093 indicating a medium effect size; between ought-to L2 self
2

and sociability; ; r=.304, p<.001 , R = 0.092 indicating a medium effect size. Because the scores
indicate a negative relationship, it can be stated that those participants who had a strong ought-to
L2 self scored lower on the above three factors. Finally, there was a weak negative correlation
2

between ought-to L2 self and self-control; r=.-.084, p=.318, R = 0.007 indicating a small effect
size. Out of the three significant and negative relationships, the most significant one is between
the emotionality factor and the ought-to L2 self because the effect size is the highest and the
correlation is the strongest.
Results for the anti-ought-to L2 self:
The results of the Pearson correlation analysis show that only the emotionality factor of
global trait EI has a significant relationship with the anti-ought-to L2 self. Overall, there was a
weak relationship between the anti-ought-to L2 self and each of the four factors, and the
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magnitude between all four correlations was small. The results show a negative relationship
2

between anti-ought-to L2 self and emotionality; r=-.238, p=.004, R = 0.056 indicating a small
2

effect size, between sociability; r=-.109, p=.194, R = 0.012 indicating a small effect size, and
2

between well-being; r=-.098, p=.244, R = 0.010 indicating a small effect size. On the other
2

hand, the positive weak relationship was with self-control; r=.048, p=.572, R = 0.002 indicating
a small effect size.

Research question 2:
As RQ 1 has indicted which factors of the trait EI correlate with which of the three selves,
the following step is to determine how well each factor predicts the three selves. Evidence of
emotional intelligence has the potential to explain why some individuals believe that they have the
capacity to achieve certain desired goals. Determining the predictive power is important because it
will tell us how emotion-related aspects of personality, as well as how a person’s understanding and
regulation of own and others’ emotions could contribute to the formation of their future selves. As
MacIntyre et al. (2009) asserts “without a strong tie to the learner’s emotional system, possible
selves exist as a cold cognition” (p. 47). Because the possible selves guide learner motivation, are
important in goal-setting, and make up the future-oriented components of one’s self-concept, there is
merit in knowing how much and what exactly contributes to learner possible selves. Although a
regression model has not yet been built using these variables, it is worth examining the predictive
power of the trait EI factors as RQ1 has found some significant correlations between the possible
selves and the factors. Additionally, previous research indicates that although both the ideal L2 self
and the ought-to L2 self are good predictors of motivated learning behavior or intended effort, the
ideal L2 self has more predictive power (e.g., Ryan, 2009). However, it is unclear what affective
variables and to what extent can
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predict learners’ possible selves. It was hypothesized that the factors of trait EI will have some
predictive power on the possible selves. Accordingly, RQ2 focuses on estimating the
relationship between the independent variables (or predictors), the four factors of trait EI, and
the dependent variables (or response), the three possible selves. This research question consists
of three parts and was analyzed using multiple regression analyses following the guidelines set
forth by Larson-Hall (2010) in order to examine the predictive power of the four predictors
(emotionality, sociability, well-being, self-control) on the response variables; the three possible
selves. A standard multiple regression model will also highlight how much each independent
variable contributes to the final relationship. It was noted that such a procedure “is primarily
useful for explanatory research to determine the extent of the influence of one or more variables
on some outcome” (Keith, 2015, p. 80). This question merits investigation because as we have
clearly seen, aspects of the L2 learning experience and a person’s personality contribute to
language learning motivation. Furthermore, as was illustrated in the two other research
questions, there are moderate associations between some aspects of trait EI and the possible
selves. Therefore, it is worth investigating to what degree these aspects or factors can actually
predict the possible selves. Accordingly, the following research question was examined:

RQ2: To what extent can four factors of trait EI (emotionality, sociability, well-being, and selfcontrol) predict the three selves?
a. the ideal L2 self?
b. the ought-to L2 self?
c. the anti-ought-to L2 self?
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Multiple Regression Assumptions

Prior to running the multiple regression analysis, several assumptions had to be met as
outlined by Larson-Hall (2010) in order to determine how well the regression models fit the data in
the present study. The assumptions for the multiple regression include normal distribution of
residuals, homogeneity of variances, linearity between the independent and dependent variables,
and multicollinearity (or the idea that independent variables should not be highly correlated, above
0.80) and lastly, no multivariate or univariate outliers (Larson-Hall, 2010).

The first examined assumption was the assumption of normality. The researcher first
examined the P-P plots of the standardized residuals (see figures below). Although there is slight
curvature in the distribution of the residuals, this is not considered extreme. Thus, we can
conclude that the residuals were normally distributed. In addition to this step, the researcher also
examined the Std. Residual row for outliers. Larson-Hall (2010) states that points in this row
should be between 3.0 and -3.0. The maximum values in each of the three models did not fall
outside these boundaries. The Std. Residuals points for both the ought-to and the anti-ought-to
L2 self fall within this range. However, while the maximum value for the ideal L2 self is 1.592,
the minimum value falls below the -3.0 rule at -3.907, which is an indicating sign of an outlier in
the data. Additionally, the researcher checked for both Cook’s D. Accepted Cook’s distance
values include any number lower than 1.0, and all three models showed an accepted Cook’s
distance value.
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Figure 9. P-P Plots for Ideal L2 Self

Figure 10. P-P Plots for Ought-to L2 Self
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Figure 11. P-P Plots for Anti-ought-to L2 Self

The second and third assumptions that were checked included homogeneity of variances
and linearity. This was done by examining the scatterplots (see figures below) in the SPSS. A
correlation test was performed with all the variables in this research question. The
intercorrelations between the explanatory variables does exist; however, all of the r values are
below .70. The examination of the scatterplot in an attempt to meet the assumption of
homogeneity of variances showed that the data are dispersed reasonably and evenly in the center
of the graph for the most part. These points are centered on zero throughout the line of fit. That
is, the shape of the scatterplots shows a cloud of data scattered randomly. These examinations
suggest that the two assumptions have been met.
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Figure 12. Scatterplot for the Ideal L2 Self

Figure 13. Scatterplot for the Ought-to L2 Self

112

Figure 14. Scatterplot for the Anti-ought-to L2 Self

Lastly, the researcher examined the multicollinearity measures see how much the
independent variables varied together; that is to see if there were high correlations between the
four predictors. The correlation between the independent variables, the four factors, is below .80.
According to Larson-Hall (2010), any point at this level would be concerning. Thus, no variables
were highly correlated as was shown by the correlation matrix indicating that the four factors can
be considered as different from each other (see Table 16). Additionally, the VIF values shown in
the SPSS output are all below 5. Heiberger and Holland (2004) state that values of over 5
indicate collinearity.
Following the examination of the assumptions, the results were analyzed in detail.
Below are the results for each self of the L2MSS. Overall, the ideal L2 self and the ought-to L2
self show a very similar percent variance explained by the four factors: 15.6% and 15.5%,
respectively. On the other hand, the four predictors account for approximately 7% of variance in
the anti-ought-to L2 self. The results are discussed in greater detail below following each
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subquestion. Comparisons of each predictor score was made using the standardized score
of Beta.

RQ2a: To what extent can four factors of trait EI (emotionality, sociability, well-being, and selfcontrol) predict the ideal L2 self?

The results of this standard multiple regression analysis indicated that four variables that
were entered into the model (emotionality, sociability, self-control, and well-being) explained a
2

combined 15.6% of the variance (R =.156, F(4, 138) = 6.365, p<.001) when predicting the ideal
2

L2 self (see table 19). R square (R ), or total variance explained, is a measure used to indicate
predictive power of independent variables. The multiple regression analysis was significant at
(p<.001.) when predicting the ideal L2 self as shown by the F-test. There were correlations
between the response variable and the predictor variables in the model, with the highest being
sociability (r = .39) showing a moderate correlation (see table 18). Table 17 shows the model
summary of the standard multiple regression and demonstrates how much of the variance in the
response variable is accounted by the predictors. In order to determine whether or not the value
in the model indicated a small, medium, or large effect, Cohen’s (1988) criteria were used.
Cohen states that for multiple regression models in the behavioral sciences values between 2%
and 12.99% indicate small effect size, values between 13% - 25.99% indicate medium effect
size, and values of 26% or above indicate large effect sizes. As table 17 shows, this model
reveals that the four predictors had a medium effect size, or predictive power, of 15.6% on the
ideal L2 self.
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Table 17. 4-predictor Model of Multiple Regression of the Ideal L2 Self
R

Model

R

1

.395

2

P

.156

.000

Predictors: Sociability, Emotionality, Self-control, Well-being

Table 18. Correlation between the Ideal L2 self and the Four Factors of Trait EI

Variables

Ideal L2
Self

Emotionality Sociability

Well-Being

Self-Control

Ideal L2 Self

1

.250

.385

.282

.128

1

.570

.608

.316

1

.552

.324

1

.483

Emotionality
Sociability
Well-Being
Self-Control

1

Table 19. Multiple Regression Solution for a 4-Predictor Variable Ideal L2 Self Model
95% Confidence Interval
Predictor

B

Β

t

P

Lower bound

Upper bound

Self-control (F1)

-.065

-.036

-.398

.691

-.388

.258

Emotionality (F2)

.005

.003

.030

.976

-.308

.318

Sociability (F3)

.463

.331

3.296

.001*

.185

.741

Well-being (F4)

.148

.114

1.027

.306

-.137

.432

*significant at the p < .05 level (2-tailed)
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Table 19 shows the contributions of each explanatory variable. The findings show that the
sociability factor is the only significant contributor and predictor of this model (β=.331). While
people who score low on this factor can be seen as reserved or shy, others who score high are
considered more assertive, have good listening skills, and can clearly communicate with people
from different backgrounds (Petrides, 2001). Additionally, they perceive themselves as having
the ability to influence others. Based on the results, sociability has a positive effect on the ideal
L2 self, and thus, the more someone is able to influence others and the more assertive that person
is, the more powerful their ideal L2 self is. The non-significant contributors to the model include
well-being (β=.114), self-control (β=-.036), and emotionality (β=.003). While sociability,
emotionality, and well-being have a positive effect on the ideal L2 self, self-control has a
negative effect with it. The equation to predict learners’ ideal L2 self (Y) by the four factors can
be modeled as:

Y* = 2.765 + (.463)*sociability + (.005)*emotionality + (.148)*well-being+ (-.065)*self- control

RQ2b: To what extent can four factors of trait EI (emotionality, sociability, well-being, and selfcontrol) predict the ought-to L2 self?
The results of this standard multiple regression analyses indicated that four explanatory
2

variables entered into the model explained a combined 15.5% of the variance (R =.155, F(4, 138)
= 6.338, p = .000) when predicting the ought-to L2 self. The multiple regression analysis was also
significant at (p<.001) when predicting the ought-to L2 self as shown by the F-test. There were
correlations between the response variable and the predictor variables in the model (see Table 21),
with the highest being emotionality (r = .-.36) showing a moderate negative correlation. Table 20
shows the model summary of the standard multiple regression, and as can
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be seen, this model reveals that the four predictors had a medium effect size, or predictive
power, of 15.5% on the ought-to L2 self.
Table 20. 4-predictor Model of Multiple Regression of the Ought-to L2 Self
R

Model

R

1

.394

2

P

.155

.000

Predictors: Sociability, Emotionality, Self-control, Well-being

Table 21. Correlation between the Ought-to L2 Self and the Four Factors of Trait EI

Variables

Ought-to L2
Self

Emotionality

Sociability WellBeing

Self-Control

Ought-to L2
Self

1

-.355

-.304

-.306

-.084

1

.570

.608

.316

1

.552

.324

1

.483

Emotionality
Sociability
Well-Being
Self-Control

1

Table 22. Multiple Regression Solution for a 4-Predictor Variable Ought-to L2 Self Model

95% Confidence Interval
Predictor

B

Self-control (F1)
Emotionality (F2)

p

Lower
bound

1.105

.271

-.166

.586

-2.135

.035*

-.757

-.029

β

t

.210

.099

-.393

-.225
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Upper bound

Table 22 (Continued)
95% Confidence Interval
Predictor

B

β

t

p

Upper bound

.210

Lower
bound
-.530

Sociability (F3)

-.206

-.127

-1.260

Well-being (F4)

-.222

-.147

-1.326

.187

-.553

.109

.117

*significant at the p < .05 level (2-tailed)

Table 22 shows the contributions of each explanatory variable. The findings show that the
emotionality factor is the only significant contributor and predictor of this model (β=-.225). Based on the
results, emotionality has a negative effect on the ought-to L2 self, and thus, the higher the level of
emotionality in a learner, the weaker their ought-to L2 self is. Emotionality deals with emotion
perception in self and others, emotion expression, empathy, and relationships. Having high level of
emotionality indicates that one is able to perceive and express emotions, positive and negative, show
empathy, and build meaningful relationships with others (Petrides, 2001). The second most powerful
predictor, although not significant, is well-being (β=.-.147), followed by sociability (β=-.127), and selfcontrol (β=.099). While sociability, emotionality, and well-being have a negative effect on the ought-to
L2 self, self-control has a positive effect on it. These results show the exact opposite than for the ideal
L2 self. The equation to predict learners’ ought-to L2 self (Y) by the four factors can be modeled as:

Y* = 6.071 + (-.206)*sociability + (-.393)*emotionality + (-.222)*well-being+ (.201)*self-control

RQ2c: To what extent can four factors of trait EI (emotionality, sociability, well-being, and selfcontrol) predict the anti-ought-to L2 self?
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The results of this standard multiple regression analyses indicated that the four
explanatory variables that were entered into the model explained a combined 7.3% of the
variance (R2=.073, F(4, 138) = 2.728, p = .032) when predicting the anti-ought-to L2 self. The
multiple regression analysis was significant at (p=.032) when predicting the anti-ought-to L2
self as shown by the F-test. There were correlations between the response variable and the
predictor variables in the model (see Table 24), with the highest being emotionality (r = .-.238)
showing a weak negative correlation. Table 23 shows the model summary of the standard
multiple regression, and as can be seen, the model reveals that the four predictors had a small
effect size, or predictive power, of 7.3% on the anti-ought-to L2 self.

Table 23. 4-predictor Model of Multiple Regression of the Anti-ought-to L2 Self
Model

R

1

.271

R

2

P

.073

.032

Predictors: Sociability, Emotionality, Self-control, Well-being

Table 24. Correlation between the Anti-ought-to L2 Self and the Four Factors of Trait EI

Variables

Anti-ought-to
L2 Self

Emotionality

Sociability

Well-Being Self-Control

Anti-ought-to L2
Self

1

-.238

-.109

-.098

.048

1

.580

.608

.316

1

.552

.324

1

.483

Emotionality
Sociability
Well-Being
Self-Control

1
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Table 25. Multiple Regression Solution for a 4-Predictor Variable Anti-ought-to L2 Self Model
95% Confidence Interval
B

Β

t

p

Lower
bound

Upper bound

Self-control (F1)

.252

.132

1.401

.163

-.104

.608

Emotionality (F2)

-.458

-.290

-2.626

.010*

-.803

-.113

Sociability (F3)

.011

.007

.071

.944

-.296

.318

Well-being (F4)

.014

.011

.091

928

-.299

.328

Predictor

*significant at the p < .05 level (2-tailed)

Table 25 shows the contributions of each explanatory variable. The findings show that
the emotionality factor is the only significant contributor and predictor of this model (β=-.290).
Based on the results, emotionality has a negative effect on the anti-ought-to L2 self, and thus,
the higher the level of emotionality in a learner, the weaker the anti-ought-to L2 self is. The
second most powerful predictor, although not significant, is self-control (β= .132), followed by
well-being (β=.011), and sociability (β=.007). While sociability, well-being, and self-control
have a positive effect on the anti-ought-to L2 self, emotionality is the only variable that has a
negative effect on it. The equation to predict learners’ anti-ought-to L2 self (Y) by the four
factors can be modeled as:
Y* = 4.378 + (.011)*sociability + (-.458)*emotionality + (.014)*well-being+ (.252)*self-control

After examining the possible selves in greater detail, the focus is shifted on the
participants’ L2 learning experience, which is seen as a fundamental tenet of the L2 Motivational
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Self System. Because the L2 learning experience examines the interactions between people and
the learner during the learning process, it is important to investigate it along with the possible
selves as the learning experience can directly impact leaners’ attitudes and influence their
possible selves, which in turn can have an effect on L2 motivation. Additionally, the L2 learning
experience can cause learners to experience different emotions as the process of learning a
second language can be challenging for many. How learners cope with the stress of learning a
second language, how positive they are throughout the learning process, and how well they fit in
to the new environment all play an important role in how successful they will be at learning their
L2 and how such experiences influence their learning outcomes as well as their ongoing
motivation. In order to examine the L2 learning experience, the following research question was
posed:

Research question 3: To what extent is there a relationship between the L2 learning experience
and, possible selves and trait emotional intelligence?
Research question three is important to this study as it focuses on the learners’ language
learning experience, which deals with situation-specific motives that relate to the immediate
learning environment. These motives include the teacher, curriculum, peer-groups, and the
experience of success or the enjoyment of taking a course. For some learners, the motivation to
learn comes from the enjoyment of the L2 learning environment and the engagement with
actual language learning process (Dörnyei, 2009). The L2 learning experience encompasses
learners’ attitudes toward second language learning and can be affected by situation-specific
motives related to the immediate learning environment and experience. The present study
operationalized learning experience as school-related motives relevant to the instructional
context including the teacher, as well as the general motives that occur outside of the class, such
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as watching movies. The data for this research question come from the L2 Learning Experience
(L2LE) Questionnaire, which had 10 questions. The following is a sample item from the L2LE
questionnaire: “I like the atmosphere of my English classes.”
To answer this research question, quantitative analyses were performed on the data.
Survey results were analyzed using Pearson correlation analysis. The results of this question will
not examine the correlations between the selves and aspects of trait emotional intelligence as this
information was provided in RQ1. The table below illustrates the results of RQ3.

Table 26. Correlation between the L2 Learning Experience, Possible Selves, and Trait EI
Variables

L2
Learning
Experience

Ideal
L2
Self

Ought- AntiEmotionality Sociability Well- Selfto L2
oughtBeing Control
Self
to L2
Self
.375** -.159
.227** .385**
.353**
.427** .127

Global
Trait
EI
.439**

**significant at the p < .01 level (2-tailed)

Examining the relationship between the possible selves and the L2 learning experience
closer, the results show that the strongest correlation was found between the ideal L2 self and the L2
learning experience, showing a significant moderate positive relationship, r=.375, p<.001. The effect
2

size, R of 0.140, is considered medium (Larson-Hall, 2010). This result shows that learners who
had positive attitudes toward their L2 learning experience also had a stronger ideal L2 self. Likewise,
the scores for the anti-ought-to L2 self and the L2 learning environment were positively and
significantly correlated with each other. The results of the Pearson correlation analysis show a weak
positive relationship between the anti-ought-to L2 self and L2 learning experience, r=.227, p=.006.
2

Although this relationship is significant, the effect size, R of 0.051,
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is considered small. Finally, the results of the Pearson correlation analysis show a weak negative
correlation between the ought-to L2 self and L2 learning experience, r=-.159, p=.058; however,
2

this relationship is not significant, and the effect size, R of 0.025, is also considered small.
In addition to the evident relationship between the aspects of the L2 learning experience
and the possible selves, the L2 learning experience also has a significant relationship with
learners’ trait emotional intelligence, which deals with emotion-related self perceptions. As can
be seen from the above table, the correlation between the L2 learning experience and the global
2

trait EI is significant, with a moderate positive relationship, r=.439, p<.001. The effect size, R
of 0.192, is considered medium. This result shows that those participants who hold positive

attitudes toward the different aspects of their L2 learning experience also have a higher or a more
developed trait EI. Furthermore, the L2 learning experience has a significant relationship with
three of the four factors of the global trait EI: emotionality, sociability, and well-being. Out of
the three, the strongest relationship was with well-being. The results of the Pearson correlation
analysis show a moderate positive relationship between the L2 learning experience and well2

being, r=.427, p<.001. This relationship has a medium effect size, R of 0.182. The results also
show a positive significant relationship between L2 learning experience and emotionality,
2

2

r=.385, p<.001; and sociability, r=.353, p<.001. The effect size is R = .148 and R = .124,
respectively, indicating a moderate relationship. The relationship between the L2 learning
experience and the self-control factor was not significant.

Chapter Summary
This chapter presented the findings of quantitative analyses carried out to investigate each
research question. The first part of the analysis in this study included the EFA, which revealed a
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three-factor model accounting for 58.810 % of the shared variance in learners’ L2 motivation
measured by the PSQ. The three factors were labeled as the ideal L2 self, the ought-to L2 self,
and the anti-ought-to L2 self. Following the EFA, correlations and multiple regression analysis
were carried out to investigate the research questions. The results for RQ1 showed that the ideal
L2 self and the ought-to L2 self correlated significantly with three of the four broader factors of
trait EI: sociability, emotionality, and well-being. While these relationships were positive for the
ideal L2 self, the results showed a negative relationship between these variables and the ought-to
L2 self. Additionally, the anti-ought- L2 self was only significantly and negatively correlated
with the emotionality factor. Following these results, a closer examination of the factors’
predictive power on the possible selves was examined in RQ2. The three multiple regression
models were carried out with four predictor variables (sociability, emotionality, well-being, selfcontrol) and three response variables (ideal, ought-to, and anti-ought-to L2 selves). The models
for the ideal L2 self and the ought-to L2 self explained 15.6% and 15.5% of the variance,
respectively. On the other hand, the four predictors accounted for only 7.3% of the variance in
the anti-ought-to L2 self. Although the three regression models account for low variance, it is
important to note that they still contribute to our understanding of the relationship between
emotion-related self perceptions and the possible selves. Lastly, the correlation results for RQ3
revealed a positive and significant relationship between the L2 learning experience and three
variables: ideal L2 self, anti-ought-to L2 self, and trait EI. The findings of these analyses are
further discussed in depth in the following chapter.
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CHAPTER V
DISCUSSION AND CONCLUSION

Chapter five provides a discussion of the study’s findings in relation to previous existing
research in the second language acquisition (SLA) field. The researcher also elaborates on the
limitations of the study, proposes both theoretical and pedagogical implications, and concludes
with the recommendations for future research.

Discussion of the Findings
There is an important role of individual differences in the success of SLA and the
learning process. As discussed in the literature review, individual differences are seen as “the
most consistent predictors of learning success” (Dörnyei, 2005, p. 2). Affect is seen as a critical
factor of individual differences in terms of the language learning process, and there are many
such factors that are vital in successful language learning, including emotions and motivation,
as well as personality characteristics (Dörnyei, 2005; Ehrman, Leaver, & Oxford, 2003; Ellis,
1994). Gardner and MacIntyre (1993) define affective variables as “those emotionally relevant
characteristics of the individual that influence how she/he will respond to any situation” (p. 1).
It has been argued that learners’ L2 Motivational Self System (L2MSS) along with
emotions, are fundamentally significant motivators, and without both, the learners’ future
possible selves and especially the ideal L2 self would lack motivational strength (McIntyre,
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MacKinnon, & Clément, 2009). While research on second language (L2) motivation has
received considerable attention, only recently has there been an increase in research on the
importance of emotions and emotional intelligence (EI) in the success of language learning
(Alavinia & Agha Alikhani, 2014; Fahim & Pishghadam, 2007; Pishghadam, 2009; Skourdia,
Rahimi, & Bagheri, 2014; Zarezadeh, 2013). The purpose of this dissertation was to
investigate the relationship between L2 motivation and trait emotional intelligence (EI), which
deals with “emotion-related self-perceptions, such as emotion control, emotion expression,
empathy, and adaptability” (Dewaele, Petrides, Furnham, 2008, p. 913).
In order to examine the research questions that guide the present study, surveys were
used to collect data. The exploratory factor analysis carried out on the PSQ data illustrated a
three-factor model which explained 58.51% of shared variance in learners’ L2 motivation. The
emerging factors were (F1) ideal L2 self; (F2) ought-to L2 self; (F3) anti-ought-to L2 self. As
discussed in the previous chapter, the three factors were used as dependent variables in
examining the research questions. There are several important findings in this study, and each
of them is addressed below, in order of each research question.
Prior to providing a discussion of the findings, it is important to discuss the context in
which the study took place. As mentioned in the literature review, most of the studies concerning
the L2MSS have taken place in an English as a foreign language (EFL) context. This study is
significant as it adds to the limited L2MSS research in the English as a second language (ESL)
context. ESL courses are offered in countries where English is the dominant language, such as
the United States, whereas EFL courses are taught in countries where English is not the dominant
language. Students in the ESL context have ample opportunity to practice English. The
participants in this study were immersed in an ESL context and were all enrolled in an English
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Language Program at the time of data collection. The majority of the participants were part of
the English for Academic Purposes (EAP) program. Those students enrolled in the EAP program
took English courses that counted for university credit, meaning that they were primarily
motivated by aspects of classroom grades or graduation requirements. Additionally, these
students might have experienced various levels of stress in their semester of study not only
because of the language requirement, but also from taking credit courses in their own majors
simultaneously with the EAP courses. An important caveat with regard to the population and the
two research sites should be mentioned. Although both ELPs offer courses in the EAP program,
the students from two programs have different language learning experiences. While one group
of learners has studied English previously in an EFL context, not all learners at the community
college might have had that opportunity in their home countries. Therefore, this difference
between the populations in terms of their language learning experience could have impacted the
language learners’ motivation. However, the results of the present study group the participants in
the same category, and the findings are primarily reflected from the participants’ ESL
experience.
Prior to discussing the results of each research question, it is noteworthy to mention that
although no current studies investigate the specific factors of trait EI and L2MSS, a few studies
have focused on different aspects of the Big Five basic personality dimensions and L2
motivation, as was discussed in the literature review.

Research Question 1
In response to RQ 1 “To what extent is there a relationship between trait emotional
intelligence and the possible selves?” the correlation analyses showed that global trait EI is
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positively and significantly correlated with the ideal L2 self, and negatively and significantly
correlated with the ought-to L2 self. The same three factors of the trait EI had significant
correlations with both the ideal L2 self and the ought-to L2 self. Sociability, emotionality, and
well-being significantly and positively correlated with the ideal L2 self, and negatively and
significantly correlated with the ought-to L2 self. Furthermore, only the emotionality factor
was significantly correlated with the anti-ought-to L2 self.
The results of the present study with regard to the positive relationship between
sociability and the ideal L2 self are similar to what Ghapanchi, Khajavy, and Asadpour (2011)
found when they investigated L2 motivation and personality as predictors of L2 proficiency in
the EFL context. Much like the results in the present study with regard to the sociability factor,
their study found that extraversion was significantly and positively correlated with the ideal L2
self in EFL participants. Unlike the present study, their study did not find significant correlation
between the aspects of sociability and the ought-to L2 self. As was mentioned prior, the
constructs of extroversion and sociability are correlated to a degree; however, extraversion does
not place focus on managing others’ emotions. Both constructs include assertiveness and some
aspects of social skills and awareness. Because extroverts are thought to interact more with L2
speakers, extraversion is said to be crucial to the development of L2 interpersonal skills (Ellis,
2008b). The results of this analysis suggest that learners who have a strong ideal L2 self and
learn English because of their desire to become fluent and not because of outside pressure
perceive themselves to be more assertive individuals who possess excellent social skills and
able to manage interpersonal emotions.
Regarding the significance of emotionality, the results of the present study were also
similar to Ghapanchi, Khajavy, and Asadpour’s (2011) results who found that neuroticism,
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which represents someone’s emotional (in)stability and level of negative emotions, had a
positive and significant relationship with the ought-to L2 self; however, their study did not find
significant results between neuroticism and ideal L2 self. Similarly, a study by Teimouri (2016)
found that two operationalizations of the ought-to L2 self were positively associated with
anxiety, which is considered a negative emotion. He also found that the ideal L2 self was
positively correlated with the positive emotion of joy. These results corroborate the current
study’s findings in that the aspects of emotionality positively correlate with the ideal L2 self and
negatively with the ought-to L2 self. The results of the present study suggest that learners who
learn English because of their desire to become fluent and not because of outside pressure are
more likely to experience positive emotion than those who are not socially aware or have strong
interpersonal relationships; such learners are also said to be better at managing their own and
others’ emotions (Ellis, 1994; Lane, 2016). The negative relationship between sociability and
emotionality, and the ought-to L2 self suggests that these types of learners experience negative
emotions more frequently and tend to thinkk negatively more often than learners who have
stronger social skills and are more socially aware. Because of this, it can be said that they are
not as skillful at managing other people’s emotions, communicating with others, and perhaps
maintaining fulfilling relationships (Lane, 2016).
Another important result in RQ1 is the significance of the well-being factor as it positively
correlates with the ideal L2 self and negatively with the ought-to L2 self. A few studies outside the
SLA field, primarily psychology, have looked at aspects of well-being and the possible selves. For
example, Peters, Flink, Boersma, and Linton (2010) investigates optimism in university students and
found that when students imagine their “best possible self”, their optimism increased. While the
context and participants are different, these results are consistent
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with the findings in the present study. In another study, Yowell (2000) found similar results in
examining adolescent students’ optimism and hoped-for possible selves. Her results showed
that the students exhibited high educational aspirations and high optimism across several
domains of hoped-for selves. Another study that provides support for the positive relationship
between the ideal self and well-being is one by Sheldon and Lyubomirsky (2006). Their
research into expressing gratitude and visualizing best possible selves found that there was a
positive correlation between visualizing a best possible self and the level of positive affect.
Research suggests that imagining one’s best possible self should increase positive emotions
(e.g., King, 2001). Although no empirical studies exist in the SLA literature that address wellbeing or its facets in regard to the different possible selves or L2 motivation, these results merit
further discussion.
MacIntyre and Gregersen (2012) have stated that “differences among individual
learners, whose temperament may lead them to dispositional optimism or pessimism, must be
taken into account” (p. 204). It has been pointed out that optimism and happiness are two of
many important variables that contribute to building resiliency and reducing stress (Tugade &
Fredrickson, 2004). In order for motivation to take place, the possible selves must be perceived
as plausible. As such, these representations of the selves can give rise to different feelings of
efficacy and optimism, among others, leading to powerful impact on behavior (Ruvolo &
Markus, 1992). Those who are optimistic are able to reach their possible selves by making them
plausible; however, the hopes of a pessimist are “less likely to engage the motivational control
systems that cause their realization in behavior” due to the unrealistic selves (Carver, Reynolds,
& Scheier, 1994, p. 139). With regard to happiness, in positive psychology, researchers such as
Peterson (2006) view happiness as a focus on “being true to oneself and living according to
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virtues, and the pursuit of genuine engagement” (as cited in MacIntyre & Gregersen, 2012, p.
208). Thus, it is clear why these aspects of well-being would positively contribute to the ideal L2
self, which can be seen as the optimistic future prospect. On the other hand, the ought-to L2 self
is seen as a forced future self, and according to Dörnyei (2009) this type of self is somewhat
disconnected from the enthusiasm of learning a second language. Additionally, learners with a
strong ought-to L2 self could be worried about the negative consequences, losing opportunities,
or not being able to meet certain obligations or responsibilities. They therefore might be
overcome with negative emotions, which would not enhance their well-being.

Research Question 2
In response to RQ2 “To what extent can four factors of trait EI predict the three selves?” the
four predictor regression model showed two important results. First, only sociability significantly
and positively predicted the ideal L2 self. Second, only emotionality significantly and negatively
predicted both the ought-to and anti-ought-to L2 selves. Both findings are important to this study,
and both indicate that the importance of self-perceived emotion-related abilities including emotion
management in others, empathy, emotion expression, and emotion perception in self and others, are
all important predictors of the possible selves.

One interesting finding in the present study is that only the sociability factor significantly
and positively predicts the ideal L2 self. As mentioned previously, learners who score highly on
this factor view themselves as being more socially aware and as having strong social skills.
According to Higgins (1987) interpersonal relationships can reduce self-discrepancies. More so,
they perceive themselves as someone who has the ability to influence other people and their
emotions. As discussed previously, this factor is closely related to the personality trait of
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extraversion, although the sociability factor has more predictive power over extraversion
(Furnham & Petrides, 2003). In one study, Ghapanchi, Khajavy, and Asadpour (2011) found that
extraversion was a significant predictor in Iranian EFL participants’ ideal L2 self. Extroverts,
much like people who score highly on the sociability factor, are more assertive and possess
strong social skills. These individuals also have the ability to instill positive emotions in others.
One hypothesis regarding the relationship between L2 learning and extraversion is that extroverts
may be more successful in acquiring basic interpersonal communication skills due to their level
of sociability (Ellis, 1994). Having a high degree of social influence and being able to form
social relationships might prompt them to look for “more opportunities to practice, more input,
and more success in communicating in the L2.” (p. 520). Therefore, it can be said that learners
who score highly on this factor get gratification outside of self, and because of this and the
interpersonal interaction that takes place, their imagination might be initiated more so than
someone who does not possess such traits. These senses and images play an important role in
developing the ideal L2 self (Higgins, 1987).
Previous research has shown that not only is there an association between extraversion
and positive affect, there is also an association between extraversion and greater willingness to
communicate (Dewaele & Furnham, 1999). Having high levels of social skills, assertiveness,
and the ability to influence other people’s feelings may all contribute to the willingness to seek
out more opportunities to practice English and receive input. Thus, an important question to ask
is what is the relation between L2 willingness to communicate (WTC) and an individuals’
emotional aspects of personality, such as trait EI? WTC is an important aspect of SLA. Several
studies have found correlations between it and EI, and some researchers argue that EI might be
an underlying variable of WTC (Alaviniaa & Alikhani, 2014). Furthermore, managing other
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people’s emotions (e.g., by being considerate or comforting), is a facet of sociability, and studies
have shown that effectively managing other people’s emotions was a strong predictors of L2
WTC (Oz, 2015). Therefore, is it possible that only those who possess strong social skills, are
assertive, and able to influence other people’s emotions are able to obtain a strong ideal L2 self?
This hypothesis needs to be further tested with ESL learners as there are both theoretical and
pedagogical implications.
The importance of emotionality cannot be ignored as the only significant predictor of
two possible selves: the ought-to and anti-ought-to L2 selves. Emotionality refers to aspects of
empathy, emotion expression, emotion perception in self and others, and having fulfilling
relationships (Petrides, 2001). This unexpected result is very interesting in that the anti-ought-to
L2 self and the ought-to L2 self are quite different, yet similar in some sense. For example, in
group differences analyses, the anti-ought-to L2 self shows to be rather similar to the ideal L2
self when using correlations to examine the relationship; however, in EFA analyses it patterns
like the ought-to L2 self and items from both construct tend to create a single factor (e.g.,
Thompson & Liu, 2017; Thompson, in press). A person with a strong ought-to L2 self is very
much influenced by the environmental or social expectations and pressures in a way that they
succumb to the pressure of others. This possible self is a representation of someone else’s
duties/obligations, not our own. Similarly, a person with a strong anti-ought-to L2 self is also
influenced by environmental or social pressures; however, this person does not succumb to the
pressure of others. Rather, she/he reacts in the opposite manner, but nonetheless, they are
motivated by an outside force. Although psychological reactance, which is the basic
conceptualization of the anti-ought-to L2 self, has been labeled as a conscious response by some
researchers, it is argued that this is not a conscious response and that a person may not have
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much choice in their responses because psychological reactance is a personality trait (Middleton
et al., 2015; Wellman & Geers, 2009). Research in psychology has oftentimes treated
psychological reactance as a negative trait (Middleton et al., 2015). Only one study has examined
psychological reactance and trait emotional intelligence, as far as the researcher is aware, and
this study was conducted with undergraduate psychology students. The study, by Middleton et al.
(2015), in examining psychological reactance and the different factors of trait EI also concluded
that there is strong negative correlation between the emotionality factor of trait EI and
psychological reactance (Middleton et al. 2015). Much like the present study, this correlation
was significant.
What these two selves have in common is that both are also considered preventionfocused. While the ought-to L2 self focuses on preventing negative outcomes that could arise by
not meeting obligations, the anti-ought-to L2 self focuses on preventing the loss of freedom.
Researchers have stated that psychological reactance does have an emotional component (Dillard
& Shen, 2005; Middleton et al., 2015). Unlike the ideal L2 self, both the ought-to and the antiought-to L2 selves are said to be learner-specific characteristics (Thompson & Liu, 2017).
Additionally, unlike the ideal L2 self, learners with a strong ought-to and anti-ought-to L2
selves both react to external influences; however, they do so in different manner. Nonetheless,
the motives behind the two selves are initiated by external forces in which environmental and
social factors play an important role. For example, someone with a strong ought-to L2 self is
greatly motivated by outside pressure. Similarly, someone with a strong anti-ought-to L2 self
whose freedom is threatened is also in a way motivated by external forces or by the object which
threatens the loss of freedom. With regard to the ought-to L2 self, not meeting the obligations
will result in some sort of negative consequence for the learner; therefore, a person with a strong
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ought-to L2 self will want to fulfill the obligations imposed on them in order to avoid the
consequence. According to Higgins (1987) failure to satisfy any goals set by a person can lead
to resentment, representing antipathy towards the impending consequence. So, as the actions are
in a way influenced by the external factors, it can be said that learners are told that their
behaviors are inadequate. Because of such inadequacy, these learners’ behaviors could be
contingent on their emotional states (Brown & McConnell, 2009). Lastly, in research on
uniqueness on the possible selves, research has shown that while the ideal L2 self seems to be
language specific, the ought-to and anti-ought-to L2 selves are not (Dörnyei & Chan, 2013;
Thompson & Liu, 2017).
The review of literature has shown that emotions are important in the learner selves as
there are many conflicts and discrepancies in the self-concept that can lead to different emotional
states and leave people with emotional vulnerabilities. Since L2 self-discrepancies are the source
of L2 motivation as they can lead to different emotional states, having empathy, effectively and
accurately expressing one’s emotions or emotional states, and being able to perceive emotions in
self and others in difficult situations is extremely important during the language learning process
(Higgins, 1987; McIntyre & Gregersen, 2012). Being more emphatic, meaning being aware and
understanding other people’s emotions, and having good conversation skills because one can
understand other people’s desires and perspectives, has an important role in language learning
and might result in a better learning environment. Having a higher level of these emotionality
aspects can contribute to students’ attitudes and motivation, ultimately facilitating the language
learning experience.
People who are not cognizant of their own emotions and cannot express themselves
or choose to repress their emotions are not emotionally aware and have a lower level of EI
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(Petrides, 2010, 2013). For example, someone who lacks empathy can have low self-worth and
self-awareness, and might have trouble communicating and connecting with people. In that
respect, someone with a low level of empathy might be easily influenced by others or be
inclined to please people. It has been shown that people who are psychologically reactant are
likely to have fewer positive emotions (Seemann, Buboltz, Thomas, Soper, & Wilkinson, 2005).
More so, research on empathy and psychological reactance has shown that people who are high
in psychological reactance are likely to lack or have less empathy (Dowd, Wallbrown, Sanders,
& Yesenosky, 1994). Therefore, having empathy can alleviate a reactant response, indicating
that the role of emotions and emotional intelligence in reactant responses is important to
consider (Shen, 2010, 2011).
As mentioned previously, motives are attributed to others or an external force in both of
these selves (Brehm, 1966; Markus & Nurius, 1986). Having a strong ought-to L2 self and antiought-to L2 self can be emotionally exhausting because such learners always find themselves
responding to others, which might in turn impact their level of emotionality in a negative way.
Even on a subconscious level learners are likely to take into account other people’s standards,
which can lead to negative emotions (Higgins, Shah, & Friedman, 1997). Because language
learning motivation is primarily driven by our ideal L2 self and what we would like to become,
being motivated by external factors might cause one to deal with emotions in a different way
than someone who is motived more so internally (Teimouri, 2016). While engaging in emotion
expression can bring forth changes in a person’s attitude and willingness to share feelings, not
doing so can have the opposite effect. Furthermore, perceiving oneself as someone who cannot
express emotions or cannot perceive emotions might put that person in a vulnerable position
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when learning a second language as this type of perception could cause a learner to
experience more negative affect (Dewaele, 2010, 2011).
Emotions are said to be unstable and dynamic, especially during the L2 learning process,
and because of that, they can be easily influenced by one’s beliefs and even interactions with
others (Tassinari, 2015). The correlation results of the present study with regard to this factor are
supported by a study with EFL learners that found neuroticism, which is also labeled as one’s
emotional (in)stability, positively and significantly correlated to the ought-to L2 self (Ghapanchi,
Khajavy, & Asadpour; 2011). This suggests that learners motivated by external pressures and
obligations tend to experience negative emotions and are not as emotionally stable. Not only is
there a positive relationship between the two, more importantly, multiple regression analysis
showed that neuroticism positively and significantly predicted the ought-to L2 self. Therefore,
experiencing negative emotions can lead to a more frequent expression of such emotions that in
turn impacts one’s relationships with others, and ultimately causing someone to be affected by
external environmental factors.

Research Question 3
Finally, in response to RQ 3 “To what extent is there a relationship between the L2 learning
experience, L2 motivation, and trait EI” the correlation analyses showed that: 1) the ideal L2 self
and the anti-ought-to L2 self had significant positive correlations with the L2 learning experience,
and 2) the global trait EI, including the factors of emotionality, sociability, and well-being had a
significant positive relationship with the L2 learning experience. The L2 learning experience does
not only occur within the classroom setting, but rather it can take place in other naturalistic settings
as well. The L2 learning experience incorporates motives relevant to
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the immediate learning environment. This aspect of the L2MSS has great overlap with
attitudes to the learning situation, and such attitudes play an important role in shaping the
learning experience (Dörnyei, 2009; Gardner, 1985).
The L2 learning experience showed significant impact on motivation in several research
studies (e.g., Csizér & Kormos, 2009). Much like the present study, other studies also suggest
that having a stronger ideal L2 self indicates a more enjoyable L2 learning experience
(Moskovsky, Alrabai, Paolini, & Ratcheva, 2016; Taguchi et al., 2009). In the study by
Moskovsky et al., (2016) results showed a significant positive relationship between the two
variables with adult learners; however, this research has been carried out in EFL contexts.
Another study also carried with EFL participants showed similar results in the correlation
analysis between the ideal L2 self and the L2 learning experience (Ghapanchi, Khajavy, &
Asadpour, 2011). These results suggest that students who have strong wishes and desires to
become competent in the L2 also enjoy the learning experience. Furthermore, Thompson and
Vásquez (2015) also found that having a strong and a well-developed ideal L2 self could
enhance language learning. As mentioned in the literature review, most of the L2MSS-related
research has focused on finding a connection between the possible selves and intended learning
effort. Research has shown that the role of the ideal L2 self in intended effort to study English
is mediated by attitudes toward the immediate learning experience (Papi, 2010).
The results of the present study also highlight that the anti-ought-to L2 self had a strong
positive relationship with the L2 learning experience, while the ought-to L2 self did not. This
result is also very interesting in that it differs from the results in RQ 2 in which the ought-to L2
self and the anti-ought-to L2 self acted in similar ways. Although no current studies exist that
focus on investigating the direct correlation between the two variables as the anti-ought-to
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construct is a fairly new construct in the SLA field, this result is significant and deserves further
attention. In the original case study that introduced the anti-ought-to L2 self as an additional
dimension of L2 motivation, Thompson and Vásquez (2015) did find that participants’
psychological reactance, or the anti-ought-to L2 self, is connected to the learning environment,
which among other aspects also includes the teachers.
Someone with a strong anti-ought-to L2 self is motivated to learn English because it is a
challenge or because it goes against external expectations. Thus, it can be stated that someone
who is more motivated by the anti-ought-to L2 self due to the challenges of learning English
also might hold more positive attitudes toward the L2 learning experience than someone who is
being pressured or obliged. Additionally, these types of learners most likely do not care about
what other people think of them (Gregersen & Horwitz, 2002) and do not have a “fear of
negative evaluation… or apprehension about others’ evaluations, avoidance of evaluative
situations, and the expectation that others would evaluate oneself negatively” (Horowitz,
Horowitz, & Cope, 1986, p. 128). So this carefree attitude might allow them to enjoy their
learning experience more so than someone who had a strong ought-to L2 self and was concerned
with pleasing people or succumbing to pressure.
The present study also showed that a significant positive relationship exists between the
L2 learning experience and the global trait EI, which is a set of dispositional traits and deals with
a person’s perspective of own emotions. Furthermore, three broader factors of the global trait EI
had significant correlations with the L2 learning experience. Much like the present study, a few
studies have confirmed that an English language learner with a higher or a well-developed EI
will hold a more positive attitude and have a positive view of language learning, which will in
turn lead to a more successful language learning outcome (e.g., Zarezadeh, 2013). A study by
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Oz, Demirezena, and Pourfeizb (2015) also supports the results of the present study. Their study
investigated the relationship between perceptions of emotional intelligence and learners’
attitudes toward foreign language learning (FLL), and they also concluded that EI plays an
underlying role in EFL learners’ attitudes toward language learning, and that using emotions was
the strongest predictor of affective/evaluative components of attitudes toward FLL. The
participants who were more optimistic about the challenges they faced would just as likely view
their L2 learning experience in a positive way. Other research also supports the significance of
the sociability factor in language learning experience. A study with EFL participants found that
there was a positive and significant relationship between L2 learning experience and the
extraversion aspect of personality, suggesting that students who enjoy leaning English are more
sociable (Ghapanchi, Khajavy, & Asadpour; 2011). Extraversion, a dimension of personality, is
a trait of those who have a high level of social engagement. Although research on sociability and
trait EI is still ongoing, a study that used children as participants found that those with a high or
developed trait EI score were rated as more sociable by their peers (Petrides, Sangareau,
Furnham, & Frederickson, 2006).
Trait EI and its relationship to L2 learning environment deserve more attention from
researchers. People who have a more developed trait EI perceive themselves to be “in touch”
with their emotions and also perceive themselves as being able to regulate their own emotions in
a way that promotes well-being (Furnham & Petrides, 2003). Because emotions are so important
in language learning, being able to recognize, express, and control different emotions can aid in
the learning process. As Imai (2010) states, emotions mediate development, especially in
situations where learning is based on interpersonal matter, as is the case in second language
learning. The importance of trait EI in language learning experience should be further

140

investigated as increasing our understanding and awareness of it could increase the quality of
language learning education.
There are a number of implications for future L2 motivation and positive psychology
research. However, prior to discussing these, the researcher will first address the
methodological limitation, as there are several in this study.

Limitations of the study
There are a number of limitations in the present study, depending on research design and
methods, investigated variables, sample of participants, and data analyses. The first limitation is the
limited generalizability of the survey results to the population from the two English Language
Programs from which the data were collected. The results are limited to the specific sample of 143
participants which may not be entirely representative of the population, and therefore should not be
generalized until similar studies are conducted in different contexts and sufficient empirical evidence
is collected. Another limitation with regard to the methodology has to do with the lack of
information about the number of participants from each program. Specifically, the researcher did not
discriminate between the participants in two programs, and therefore, providing the breakdown of
participants according to each program was not possible. As mentioned in the methodology chapter,
the two ELPs differ in several ways, and one major distinction is the language learning background
of the two student populations. Knowing how many participants come from which program could
have contributed differently to the interpretation of the study’s findings. With regard to the sample
size, it is possible that the results would have been altered if the number of participants was higher.
Additionally, the majority of participants in the present study were Chinese and Middle Eastern more participants from the
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other nationalities could have contributed differently to the interpretations of the findings. Since
the students were advanced speakers of English at a university and college, it is important not to
generalize the results to different levels of education and English proficiency. Another limitation
has to do with the truthfulness and accuracy of the participants’ survey responses and using selfreports to measure trait EI. Participants in the present study may not have provided truthful
responses to the TEIQue SF, rather socially desirable ones. Additionally, because these are selfreports, participants may not actually know or be aware of their emotion-related abilities. With
that respect, the current study did not aim to investigate cognitive abilities regarding emotions.
As such, including cognitive abilities regarding emotions would yield different results. The last
set of limitations concerns the study design. Using a mixed methods design could have provided
more reliable data interpretations. Although a variety of statistical analyses were employed, such
as EFA and standard multiple regression, a potential limitation would be the exclusion of certain
other statistical tests. With regard to the multiple regression analysis, the researcher did not
control for any variables such as gender or age. The present study also uses established
questionnaires, which may fail to include several aspects specific to the study’s sample
population. Finally, an important limitation concerns the TEIQue SF items, in general. The
TEIQue is not language specific, and the questions do not ask participants as to how the facets
specifically relate to learning English. For example, the questions regarding emotion expression
did not focus on expressing emotions in any one language. Research on expressing emotions in
different languages does exist and was briefly touched upon in the literature review; however,
that is outside of the scope of the present study as it specifically examines these aspects as part
of one’s personality traits.
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Implications of the study
The findings of this study offer a number of implications for language teaching and
learning, as well as for future research in the SLA field. The most important contribution of this
study is that there is a relationship between L2 motivation and emotion-related aspects of
personality. Not only is there a significant relationship between the possible selves and trait EI,
more importantly, there is a significant relationship between the L2 learning experience and trait
EI. The importance of these results in teaching and learning a second language should not be
disregarded, and therefore, educating ESL/EFL teachers on aspects of positive psychology would
be beneficial. More so, English Language Programs and educators should recognize the
importance of affective factors and emotions in language learning. Being aware of the emotional
functioning of students could be an important next step in the language classroom, and therefore,
educators should consider the role of trait EI in ELLs and language learning engagement or
satisfaction. In that vein, it might be beneficial to focus on ways of enhancing ELLs awareness of
their own traits of emotion-related aspects of their personality in order to help them fulfill their
potential for a more enjoyable language learning experience. One way to do so it to ask learners
to reflect on their emotional experience during their language learning process.
Another important finding of this study is the importance of the sociability factor as the only
significant predictor of the ideal L2 self. The question remains as to how can we enhance and use
aspects of sociability, such as assertiveness and good social skills, to prime learners’ ideal L2 self?
Although it is argued that trait characteristics are mostly stable, there is room for change and
growth, and some level of adaptability (Petrides & Furnham, 2001). The implication is for
educators and researchers alike to further investigate and implement strategies to promote aspects of
sociability in an effective way among ELLs who are not good communicators or do
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not possess strong social skills or have good social awareness. This would also mean that
educators should be able to identify who and who does not possess strong social skills, and
who is and is not assertive, for example. Providing ample opportunities to ESL students to
socialize during their language learning experience is equally important as this might allow
learners to develop such social skills and improve how well they respond and understand to the
needs of others. Furthermore, interacting with others might increase their assertiveness.
Lastly, as this study has shown that the broader factor of emotionality is the only
significant predictor of both the ought-to and anti-ought-to L2 selves, there are some
implications to consider of this inverse relationship. Firstly, researchers should further explore
the relationship between the two selves. Although these two selves share some similarities, in
theory they are quite different. If SLA researchers focusing on the possible selves are able to
better understand how learners respond in certain situations, it will allow us to see how
educators can intervene and develop strategies to diminish negative effects as a result of better
understanding their students’ motivational profiles.
This leads me to discuss the pedagogical implications of this significant result.
The results of any future research on this topic will benefit the educators as being aware and
having an understating of how their students react can provide opportunity to increase the
learners’ language learning experience. Devising strategies to address the negative emotions
and cultivate and facilitate positive ones would be one such way to address this. Furthermore,
understanding learners’ level of trait EI is important in language learning because much of it
depends on interpersonal skills. Therefore, in communications that take place between
instructors and students, fostering empathy, for example, is quite important.
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Empathy is a personality trait that has been vigorously studied in the field of SLA and is
the central component of most emotional intelligence conceptions (Petrides, 2003). It refers to
the ability “to tune into how someone else is feeling, or what they might be thinking” (BaronCohen & Wheelwright, 2004, p. 193). One major benefit of this trait is that it allows us “to
understand the intentions of others, predict their behaviour, and experience an emotion
triggered by their emotion” (Baron-Cohen & Wheelwright, 2004, p. 193). ESL/EFL teachers
can work with learners in the language classroom to increase empathy as it seems this aspect is
tied to emotion expression and perception, ultimately morphing into the learner’s overall level
of emotionality. Guiora et al. (1975) state that “to speak a second language authentically is to
take on a new identity… to step into a new and perhaps unfamiliar pair of shoes” (p. 48).
Therefore, considering empathy in second language teaching and learning is quite important as
it can have significant effects by creating a positive classroom environment especially in a
diverse classrooms such as ESL where students from different cultural background can learn to
understand each other. There are many approaches teachers can take to incorporate empathy in
their lesson plans. Some examples include using reading materials that evoke empathy, or
teaching vocabulary words that are related to feelings and emotions so learners can use them to
interact with others. Raising awareness about own levels of empathy is just as important, and
finally, one of the most important roles of teaching and increasing empathy is modeling it in the
language classroom. Therefore, success in the language learning classroom could be
accomplished by establishing effective communication based on aspects of trait emotional
intelligence.
Another way to stimulate positive emotions and emotional expression is to lessen the
environmental pressures on the language learners. This can be done by focusing more on the
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learner and the learner’s needs and not just on the skills that ought to be acquired during SLA; so
in addition to considering the cognitive aspects of language learning, educators need to take into
account the affective factors. As Scovel (2001) states “emotion is the single most influential,
although, of course, it is shaped and sharpened by many other factors” (p.125).

Recommendations for Future Research
This final section of the dissertation provides the conclusion, which entails
recommendations for future research based on the findings in the current study. The present
study investigates the L2 motivation construct and the emotional intelligence construct. Although
the study sheds light on the significant relationship between the two constructs, there is still a
need to further investigate certain aspects of the study’s findings. While significant results were
found between the four factors of trait EI and the three selves, there is still variance to be
explained for in each of the selves, as indicated by the results of the standard multiple regression.
There still remains 84.4% of unexplained variance for the ideal L2 self, 84.5% for the ought-to
L2 self, and 92.7% for the anti-ought-to L2 self. There are potentially other variables that
mediate the relationship between the possible selves and trait EI, and future research should
strive to identify those variables.
Another interesting point of research would be to compare group differences among two
biggest represented nationalities in the current study: Arabic and Chinese. Because these students
come from different cultures, the research might yield some interesting results regarding their
trait EI as previous research has already shown that some cross-cultural differences exist
(Gökçen et al., 2014). Additionally, one might like to compare results between students from
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different majors because students pursuing different fields of study might exhibit
certain personality traits that are not prominent in students of other majors.
One of the most important recommendations is to continue researching the role of
sociability and its facets, and more importantly, extraversion in learners’ ideal L2 self as it was
found to be the only significant predictor of the ideal L2 self. Researchers aiming to further
investigate this line of inquiry would also need to closer examine the relationship between the
sociability factor and extraversion. One approach might be to examine this personality
characteristic among successful students at different levels of education or stages of English
language learning. It has been stated by Ellis (2008) that “the research that has investigated
personality variables and L2 learning is quite scanty and, in many ways, unsatisfactory” (p. 672).
This is primarily because there are other variables that mediate the relationship between
personality factors and L2 learning and this includes motivation (Dörnyei, 2005). Within this
scope, future studies should also examine the relationship between WTC and emotional
intelligence. Additionally, further examining ESL learners’ emotionality facets including
empathy, emotion perception and expression, would surely provide some interesting results with
regard to L2 motivation. Although this study makes a great contribution to the existing affect
research in the SLA field, it has barely touched the surface with regard to L2 motivation and
emotions as the two exhibit a complex relationship and illustrate the complexity of affect in
language learning. More so, future research should attempt to focus on investigating aspects of
emotions and trait EI in a holistic and naturalistic language learning settings. Within this scope,
researchers could also address gender differences as some studies show that they do exist with
respect to both motivation and trait EI (Arteche, Chamorro-Premuzic, Furnham, & Crump, 2008;

147

Petrides & Furnham, 2000). Lastly, literature on trait EI could be expanded as future studies
take a qualitative or mixed-methods approach.

Concluding Remarks
This study has exemplified that the research into learners’ motivation and emotions is
important to the field of SLA and applied linguistics. Firstly, this study contributes to the current
limited literature on validating the L2MSS in the ESL context with university students. The
present study confirms that the L2MSS can be used not only with EFL learners, but also on a
more global context with U.S. ESL learners. Improving the learning experience for ESL
students can be guided by our understanding of how emotions impact their motivation in the
language learning process. Thus, this study enhances our understanding of how emotional selfefficacy contributes to learners’ possible selves. Because English is a lingua franca, English
language learning will continue to be an important aspect in many people’s lives, and therefore,
the research into L2 English learners should continue to receive attention in our field. Finally,
being aware of the importance that trait EI plays in language learning and being aware of a
learners’ trait EI and how it impacts L2 motivation could lead to better educational outcomes
allowing us to improve language teaching and learning.
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Appendix B: Background Questionnaire
Please provide the following information by selecting the box or writing your response
in the space.
1. What is your USF email address? (optional)
2. Are you interested in participating in an in-person interview with the researcher? Yes No
3. What is your gender/sex:
4. How old are you?
5. What is your country of origin?
6. How long (in months) have you lived in the United States?_______________
7. Are you currently enrolled in an EAP (English for Academic Purposes) class?
8. How long (in months) have you studied English at INTO/HCC?
9. Have you studied English before INTO/HCC?
10. If yes, for how long (in months
11. What is your current student status (undergraduate or graduate)?
12. What is your major?
13. Have you taken the TOEFL or IELTS recently? Yes No
14. If so, which one?
15. In what month/year did you take the exam?___________
16. What was your score on the following sections:
Grammar_________
Listening________
Writing_________
Speaking________
Reading________
17. What is your native (L1) language:____________
18. How many foreign languages have you studied?
19. List the foreign languages you have studied in order of how well you speak them- #1 should
be your strongest foreign language, #2 should be your second strongest.
#1_____________#2________________#3________________#4________________
20. How long have you studied each of the foreign languages?
#1_____________#2________________#3________________#4________________
(options) Just starting |1 semester| 2 semesters |1 year | 2 years | 3 years | More than 3 years
21. Please rate ability in each of the foreign languages you have studied:
Reading
Writing
Speaking
Listening
Language 1
178

grammar

Language 2
Language 3
Language 4
(options) Almost nothing | Basic beginner | Average/intermediate | Advanced |Very advanced
22. Please list the order of the foreign languages that you have studied, and at what age you
started. For example, if you started studying Italian at age 9, then you would write Italian (9).
1st_______________________________
2nd_______________________________
3rd_______________________________
4th_______________________________

23. If you have studied other languages in the past, do you think that this has helped or hindered
your ability to learn subsequent languages? In other words, do you see interactions (positive or
negative) with the languages you have studied? Please provide as many specific examples as you
can.
Yes, I see positive interactions between foreign languages studied

Yes/No

I see negative interactions between foreign languages studies

Yes/No

I see no interactions between foreign languages studied

Yes/No

24. Please write the foreign languages between which you see interactions:

Modified from (Huensch & Thompson, 2016: Marsden, Mackey, & Plonsky, 2016;
Thompson, 2013) Used with permission
https://creativecommons.org/licenses/by-nc-sa/3.0/
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Appendix C: Possible Selves Questionnaire
In this section, we would like you to tell us how much you agree or disagree with the
following statements by simply circling a number from 1 to 6. Please do not leave out any of
the items.

1
Strongly
disagree
1. I am studying English because
it is a challenge.
2. I can imagine myself living
abroad and having a discussion
in English.
3. I want to prove others wrong
by becoming good at English I
am studying.
4. I study English because close
friends of mine think it is
important.
5. I can imagine myself studying
in a university where all my
courses are taught in English.
6. I chose to learn English despite
others encouraging me to study
something different (another
language or a different subject
entirely).
7. Learning English is necessary
because people surrounding
me expect me to do so.
8. Whenever I think of my future
career, I imagine myself using
English.
9. I enjoy a challenge with
regards to English learning.
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2
3
4
5
6
Disagree Slightly Slightly Agree Strongly
disagree agree
agree

10. I consider learning English
important because the people I
respect think that I should do
it.
11. I can imagine a situation where
I am speaking English with
foreigners.
12. If I fail to learn English, I'll
be letting other people down.
13. I can imagine myself speaking
English with international
colleagues.
14. Studying English is important
to me in order to gain the
approval of my
peers/teachers/family/boss.
15. I can imagine myself living
abroad and using English
effectively for communicating
with the locals.
16. I have to study English,
because if I do not study
English, I think my parents
will be disappointed with me.
17. I can imagine speaking English
as if I were a native speaker of
English.
18. My parents believe that I must
study English to be an
educated person.
19. I am studying English because
it is something different or
unique.
20. I am studying English even
though most of my friends and
family members don’t value
foreign language learning.
21. I want to speak English
because it is not something that
most people can do.
22. Studying English is important
to me because an educated
person is supposed to be able
to speak English.
23. I can imagine myself writing
English emails/letters fluently.
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24. I want to study English,
despite other(s) telling me to
give up or to do something else
with my time.
25. Studying English is important
to me because other people
will respect me more if I have
a knowledge of English.
26. The things I want to do in the
future require me to use
English.
27. I am studying English because
I want to stand out amongst
my peers and/or colleagues.
28. In my English classes, I prefer
material that is difficult, even
though it will require more
effort on my part, as opposed
to easier material.。
29. It will have a negative impact
on my life if I don't learn
English.
30. I imagine myself as someone
who is able to speak English.

(Marsden, Mackey, & Plonsky, 2016; Taguchi, Magid, & Papi 2009; Thompson & Liu, 2017)
Used with permission.
https://creativecommons.org/licenses/by-nc-sa/3.0/
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Appendix D: L2 Learning Experience Questionnaire

Class
or
General
C
G

G

C
C
G
C
C

G

G

Questions

1
2
3
4
5
6
Strongly Disagree Slightly Slightly Agree Strongly
disagree
disagree agree
agree

1.I like the atmosphere
of my English classes
2.I find learning
English really
interesting
3.I think time passes
quickly while studying
English
4.I look forward to
English classes
5.I would like to have
more English classes
6.I really enjoy
learning English
7.I feel bored studying
English at school
8.My English teachers
make lessons
interesting
9.I enjoy learning from
the environment, for
example from songs,
movies, or magazines
10.I do not like to
study English at home

Modified from Lamb (2012) and Papi (2010) Used with permission.
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Appendix E: Trait Emotional Intelligence Questionnaire SF-Participant Version
Instructions: Please answer each statement below by putting a circle around the number
that best reflects your degree of agreement or disagreement with that statement. Do not
think too long about the exact meaning of the statements. Work quickly and try to
answer as accurately as possible. There are no right or wrong answers. There are six
possible responses to each statement ranging from ‘Completely Disagree’ (number 1) to
‘Completely Agree’ (number 6).

1
1. Expressing my emotions with words is not a problem for
me.
2. I often find it difficult to see things from another person’s
viewpoint.
3. On the whole, I’m a highly motivated person.
4. I usually find it difficult to regulate my emotions.
5. I generally don’t find life enjoyable.
6. I can deal effectively with people.
7. I tend to change my mind frequently.
8. Many times, I can’t figure out what emotion I'm feeling.
9. I feel that I have a number of good qualities.
10. I often find it difficult to stand up for my rights
11. I’m usually able to influence the way other people feel.
12. On the whole, I have a gloomy perspective on most
things.
13. Those close to me often complain that I don’t treat them
right.
14. I often find it difficult to adjust my life according to the
circumstances.
15. On the whole, I’m able to deal with stress.
16. I often find it difficult to show my affection to those
close to me.
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2

3

4

5

6

17. I’m normally able to “get into someone’s shoes”
and experience their emotions
18. I normally find it difficult to keep myself motivated.
19. I’m usually able to find ways to control my
emotions when I want to.
20. On the whole, I’m pleased with my life.
21. I would describe myself as a good negotiator.
22. I tend to get involved in things I later wish I could
get out of.
23. I often pause and think about my feelings.
24. I believe I’m full of personal strengths.
25. I tend to “back down” even if I know I’m right.
26. I don’t seem to have any power at all over
other people’s feelings.
27. I generally believe that things will work out fine in
my life.
28. I find it difficult to bond well even with those close to
me.
29. Generally, I’m able to adapt to new environments.
30. Others admire me for being relaxed.
Petrides, K. V., & Furnham, A. (2006). The role of trait emotional intelligence in a genderspecific model of organizational variables. Journal of Applied Social Psychology, 36, 552-569.

© K.V. Petrides 1998 - London Psychometric Laboratory. All rights reserved. Used with
permission.
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Appendix F: Pilot Study Descriptive Statistics
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Appendix G: Revised Questions from the Piloting of Instruments
22. If you perceive positive interactions between any of your foreign languages
studied, please select in which areas you see the positive interaction.
vocabulary
grammar
pronunciation
language learning strategies
learning about a different culture
reasons I can’t exactly explain (only choose this option if you didn't choose any others)
22 revision: (item was removed)
23. Type the foreign languages involved in the interactions here:
23 revision: What are the foreign languages you believe have positive interaction between
them? In other words, which of the foreign languages you have studied positively influenced
each other? Please list the languages. For example, studying Italian positively influenced
learning English.
24. Write (yes) if you saw a positive interaction between the languages listed above (in
#23). Write (no) is there are no positive interactions.
Vocabulary__________
Grammar __________
Pronunciation__________
Learning about a different culture__________
Language learning strategies (understanding how to learn a language) __________
Reasons I can’t exactly explain (only choose this option if you don’t choose any others)._______
24 revision: Select (yes) for each area below if you saw a positive interaction between the
languages listed above (in #23). Select (no) is there are no positive interactions for that area.
Yes or No ----Vocabulary
Yes or No ----Grammar
Yes or No ----Pronunciation
Yes or No ----Learning about a different culture
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Yes or No ----Language learning strategies (understanding how to learn a language)
Yes or No ----Unknown reasons (only choose this option if you don’t choose any others)
25. Please type other types of positive interaction that you perceive other than those mentioned
above
25 revision: Besides vocabulary, grammar, pronunciation, learning about a different culture,
and language learning strategies, are there any other areas that you think have been positively
influenced?
25 revision: If yes, what are those other areas? Please list them below.
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Appendix H: Possible Selves Questionnaire (Researcher version)

Question #

Ideal L2 Self Questions

2
5

I can imagine myself living abroad and having a discussion in English.
I can imagine myself studying in a university where all my courses are taught in
English.

8
11
13
15

Whenever I think of my future career, I imagine myself using English.
I can imagine a situation where I am speaking English with foreigners.
I can imagine myself speaking English with international colleagues.
I can imagine myself living abroad and using English effectively for
communicating with the locals.
I can imagine speaking English as if I were a native speaker of English.
I can imagine myself writing English emails/letters fluently.
The things I want to do in the future require me to use English.
I imagine myself as someone who is able to speak English.

17
23
26
30

Ought-to L2 Self Questions
4
7
10
12
14
16
18
22
25
29

I study English because close friends of mine think it is important.
Learning English is necessary because people surrounding me expect me to do so.
I consider learning English important because the people I respect think that I
should do it.
If I fail to learn English, I'll be letting other people down.
Studying English is important to me in order to gain the approval of my
peers/teachers/family/boss.
I have to study English, because if I do not study English, I think my parents will
be disappointed with me.
My parents believe that I must study English to be an educated person.
Studying English is important to me because an educated person is supposed to be
able to speak English.
Studying English is important to me because other people will respect me more if I
have a knowledge of English.
It will have a negative impact on my life if I don't learn English.
Anti-ought-to L2 Self Questions

1

I am studying English because it is a challenge.
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3
6
9
19
20
21
24
27
28

I want to prove others wrong by becoming good at English.
I chose to learn English despite others encouraging me to study something
different (another language or a different subject entirely).
I enjoy a challenge with regards to English learning.
I am studying English because it is something different or unique.
I am studying English even though most of my friends and family members don’t
value foreign language learning.
I want to speak English because it is not something that most people can do.
I want to study English, despite other(s) telling me to give up or to do something
else with my time.
I am studying English because I want to stand out amongst my peers and/or
colleagues.
In my English classes, I prefer material that is difficult, even though it will require
more effort on my part, as opposed to easier material.。

(Marsden, Mackey, & Plonsky, 2016; Taguchi, Magid, & Papi 2009; Thompson & Liu, 2017)
Used with permission https://creativecommons.org/licenses/by-nc-sa/3.0/
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Appendix I: TEIQue SF- (Researcher version)
Emotionality Questions
1. Expressing my emotions with words is not a problem for me.
2. I often find it difficult to see things from another person’s viewpoint.
8. Many times, I can’t figure out what emotion I'm feeling.
13. Those close to me often complain that I don’t treat them right.
16. I often find it difficult to show my affection to those close to me.
17. I’m normally able to “get into someone’s shoes” and experience their emotions

23. I often pause and think about my feelings.
28. I find it difficult to bond well even with those close to me.
Sociability Questions
6. I can deal effectively with people.
10. I often find it difficult to stand up for my rights
11. I’m usually able to influence the way other people feel.
21. I would describe myself as a good negotiator.
25. I tend to “back down” even if I know I’m right.
26. I don’t seem to have any power at all over other people’s feelings.
Self-Control Questions
4. I usually find it difficult to regulate my emotions.
7. I tend to change my mind frequently.
15. On the whole, I’m able to deal with stress.
19. I’m usually able to find ways to control my emotions when I want to.
22. I tend to get involved in things I later wish I could get out of.
30. Others admire me for being relaxed.
Well-being Questions
5. I generally don’t find life enjoyable
9. I feel that I have a number of good qualities.
191

12. On the whole, I have a gloomy perspective on most things.
20. On the whole, I’m pleased with my life.
24. I believe I’m full of personal strengths.
27. I generally believe that things will work out fine in my life.
Independent Facets
3. On the whole, I’m a highly motivated person.
14. I often find it difficult to adjust my life according to the circumstances.
18. I normally find it difficult to keep myself motivated.
29. Generally, I’m able to adapt to new environments.
© K.V. Petrides 1998 - London Psychometric Laboratory. All rights reserved. Used with
permission.
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Appendix J: Homogeneity of Variances
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